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Abstract 
 
Institutional initiatives set up to meet the demands of a fast changing higher education (HE) 
landscape do not comfortably sit within a single academic or administrative department 
but instead require blended professionals, with a mixed portfolio of work, to operate in 
third space – between the administrative and academic domains of institutions 
(Whitchurch, 2008). Heads of e-Learning (HeLs) in UK HE institutions are one such group of 
professionals who lead the enhancement of learning and teaching through the use of 
technology. However, one must question how HeLs continue to learn and develop in their 
roles as transformational leaders to meet the continuous demands posed by the ever-
changing HE environment and the evolution of technology. 
This research explored the affordances of third space as a learning environment, 
questioned how learning and leadership development take place through non-formal 
workplace experiences, and sought to relate these back to HeLs’ perceived developmental 
needs. The concept of liminality (van Gennep, 1960; Turner, 1969) was employed as a 
theoretical framework, learning was conceptualised as socially constructed identity 
formation and leadership development was deemed to be a result of learning. A mixed 
methodological approach was employed and a unique analytical framework shed light on 
data derived from nine in-depth interviews. 
Third space environments were found to be ‘expansive’ (Evans et al., 2006), with qualities 
which afforded transformational learning experiences that permanently altered the ways in 
which one understands the world around them. Liminal conditions in third space 
environments provided a means of reconciling a leader’s espoused theories and their 
theories-in-use, whilst leadership development was linked to learner readiness and the 
development of credibility. Underpinned by participatory practices, the theory of ‘possible 
selves’ (Ibarra, 2004) offered a means of understanding transformational learning and 
development in third space, and brought the concept of leadership closer to active 
citizenship.  
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Preface: Reflections on professional learning 
 
Throughout my studies on the Doctor in Education (EdD) programme, and when challenges 
appeared insurmountable, I often found myself thinking of a poem titled ‘Ithaka’, a poem 
written by Constantine Cavafy which I encountered many years ago. Ithaka is the name of 
the island from which Ulysees, the hero of Homer’s Odyssey, originates and where he 
sought to return after many years of fighting in the Trojan war. Homer marks his epic and 
painstaking journey home, whilst Cavafy elegantly summarises the value of having 
undertaken such a challenging journey and how it transforms those who undertake it.   
Throughout my studies I have often likened the achievement of the EdD qualification to 
reaching my own personal Ithaka.  As such, I found it fitting to use the translated verses of 
the poem (Savidis, 1992) to introduce and accompany my reflections in this personal 
commentary. The poem is reproduced here with kind permission from Princeton University 
Press. 
 
“As you set out for Ithaka 
hope the voyage is a long one, 
full of adventure, full of discovery. 
Laistrygonians and Cyclops, 
angry Poseidon—don’t be afraid of them: 
you’ll never find things like that on your way 
as long as you keep your thoughts raised high, 
as long as a rare excitement 
stirs your spirit and your body.  
Laistrygonians and Cyclops, 
wild Poseidon—you won’t encounter them 
unless you bring them along inside your soul, 
unless your soul sets them up in front of you.” 
 
The EdD has indeed taken me on a long voyage which has come with a number of 
difficulties. Some of these difficulties were expected, they were operational and logistical. 
They included balancing study priorities with professional and personal priorities, changing 
jobs, and relocating the family. Most noteworthy, however, were the difficulties which I 
encountered that were self-generated and self-imposed. The EdD exposed me to new 
knowledge, troublesome knowledge, knowledge which did not fit within my existing 
conceptual frameworks - this was challenging. Coming from an applied arts background I 
have had to effectively change and cross over academic disciplines, and move into the 
social sciences domain in order to engage successfully with my studies. Long held 
conceptions about ways of being and working were rightfully challenged through the 
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programme of study and each of the modules provided a different lens through which to 
reflect and question my beliefs and values.  
Personally, I found that the thread which connected all the modules in the EdD programme 
was the concept of ‘identity’, and the formation and development of this. Being able to 
contextualise who I am within my professional practice has enabled me to make peace with 
the difficult aspects of my work, the behaviour of less supportive colleagues, staff 
resistance to change, and how internal and external drivers over which I do not have 
control carve my professional path in higher education. As such the EdD provided a means 
of self-discovery through which perspective and understanding was gained. Professionally 
the doctorate has had a significant impact on how I conceptualise my work, my role, my 
professional identity and the identity of others. I came to understand which aspects of 
professional practice I can influence, and I tested a number of ‘possible selves’ (Ibarra, 
1999) in challenging and new circumstances. Through this I transformed my identity in 
ways which were complementary to the situation in which I found myself. Underpinning all 
of this was my newly acquired understanding:  
• Of professionalism, professionalisation and the importance of contextualisation 
offered through the ‘Foundations of Professionalism’ module;  
• Of the importance of questioning the validity of others’ perceptions, and of 
research outcomes and being  able to ground findings in relation to existing 
knowledge. These were offered through studying the ‘Methods of Enquiry 1’ and 
‘Methods of Enquiry 2’ modules;  
• That my leadership style is grounded in my personal epistemology and my ontology 
and is inevitably shaped by the context in which I operate - leadership is a relative 
concept and not a fixed skill which can be learned. This insight was offered through 
studying the ‘Leadership and Learning’ module. 
The Institution Focused Study (IFS) and thesis enabled me to consider my learning and my 
identity at an even higher level, understanding not only how I position myself within my 
institution, but how I position myself nationally and more recently, internationally. Finally, 
the thesis has provided me with a sophisticated way of conceptualising the notion of 
‘context’. Context is no longer a set of environmental factors, circumstances, people and 
tools that I find around me in any given situation, but it is also comprised of what I bring 
with me and how I perceive the affordances of my environment. The thesis has 
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demonstrated to me that I too can change and generate professional contexts, and that I 
can do so in a way which will help me develop further as a professional and as a leader.  
 
“Hope the voyage is a long one. 
May there be many a summer morning when, 
with what pleasure, what joy, 
you come into harbors seen for the first time; 
may you stop at Phoenician trading stations 
to buy fine things, 
mother of pearl and coral, amber and ebony, 
sensual perfume of every kind— 
as many sensual perfumes as you can; 
and may you visit many Egyptian cities 
to gather stores of knowledge from their scholars.” 
 
 
There were indeed many joys. Horizons opened, new insights were gained, and new ways 
of seeing and new ways of working were revealed. With my newfound confidence I was 
able to question the viewpoints of others, but also welcome the critique of my own ideas.  
As a result I had the opportunity to test multiple ‘possible selves’ in the workplace and as 
such, a number of professional successes can be attributed, at least partially, to 
undertaking the EdD programme. The most significant of my successes include: 
• Gaining over £160,000 of research and project funding from a number of bodies 
(HEA, LFHE and the JISC) 
• Invited to work with the British Council and the Ministry of Human Resource 
Development in India. I have been setting up professional support networks in 
India for e-learning staff in higher education and advising the Indian Ministry on e-
learning matters  
• Elected to the national Heads of e-Learning Forum (HeLF) Steering Group. I do not 
doubt that this is a direct result of the work I have done through the IFS and the 
thesis with my community of peers. Even more importantly I know that work has 
fed into the planning and delivery of professional development of the HeLF. Some 
of my peers have also referred to my research outputs in their own workplaces, at 
times when they have had to establish their own position more firmly with their 
institutions. 
Over the years I was profoundly touched by the generosity of my research participants, 
who engaged with me to share their personal experiences and viewpoints. Although they 
each had different reasons for doing this, there was always a feeling that they were giving 
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something back to the community by engaging in my research, sharing their experiences 
for the benefit of others, for the greater good. Through the EdD programme the need to be 
ethical in one’s own research has always been highlighted and I was conscious that I was 
taking a lot, and so I felt the desire to give something back to my participants. As such, 
more modest, but personally significant successes include the publication of three 
resources for practitioners and others like me in the field of e-learning. Two of these were 
directly derived from research done as part of MoE 1 and 2 (Anagnostopoulou and Parmar, 
2008; Anagnostopoulou and Parmar, 2010) whilst the third practitioner resource provided 
insights and guidance on how one can go about researching their own profession 
(Anagnostopoulou and Quinsee, 2010).  My experiences of becoming a researcher-
practitioner and lessons learned along the way from the IFS research project were shared 
as a means of giving back to my research participants and community of peers. 
Reciprocating also took the form of conference presentations and over the years of study I 
shared my experiences at over 20 conferences, workshops and webinars.  
These successes can be partially credited to the development of a more sophisticated 
understanding of these concepts and their interrelatedness. The following table 
summarises the key concepts and themes which developed in my studies and my 
professional successes.  
 
Key concepts and themes Professional successes 
• Professionalism, and professionalisation 
• Ethical research 
• The importance of evidence and validity 
• Leadership and transformation 
• Identity 
• Context 
 
 
• Gaining research and project funding 
(HEA, LFHE, JISC) 
• Publication of practitioner toolkits and 
resources 
• Over 20 conference, workshop and 
webinar presentations 
• Invited to convene a national special 
interest group funded by the HEA 
• Elected to national Heads of e-Learning 
Forum (HeLF) Steering Group 
• Invited to work with the British Council 
and the Ministry of Human Resource 
Development in India 
• Promotion and new job 
• Proposing and carrying out a 
restructure of institutional e-learning 
 
Table 1: Key concepts, themes and professional successes 
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“Keep Ithaka always in your mind. 
Arriving there is what you are destined for. 
But do not hurry the journey at all. 
Better if it lasts for years, 
so you are old by the time you reach the island, 
wealthy with all you have gained on the way, 
not expecting Ithaka to make you rich.” 
 
The journey has been accompanied by personal challenges ranging from demanding 
professional situations, changing jobs, relocating family and serious illnesses. This made the 
journey even longer than originally envisaged. However, through the years, the EdD 
provided the time, the space and the means through which I can structure reflection on my 
practice and myself, whilst attempting to make sense of personal and professional change. 
The value of reflection and having the ability and skills to reflect are highlighted by a 
number of my research participants in my thesis. Those who have been unable to reflect 
find themselves stuck in challenging situations, not being able to move on.  However, I 
believe the EdD, whilst posing its own challenges, also provided a valuable and transferable 
skillset.  
 
“Ithaka gave you the marvelous journey. 
Without her you would not have set out. 
She has nothing left to give you now. 
  
And if you find her poor, Ithaka won’t have fooled you. 
Wise as you will have become, so full of experience, 
you will have understood by then what these Ithaka mean.” 
 
The journey has indeed been marvellous and I do not believe the experiences and the 
professional and personal transformations would have come about if I had not chosen to 
study on this programme.  Suffering from the imposter syndrome myself, something which 
I have found to be a recurring and common theme in my field of work, I originally 
embarked on the EdD to prove to others in the academic community that being a part of 
the ‘non-academic’ constituency within a university environment does not mean that I am 
not credible, marginal or inferior.  However, I have now come to realise that the richness of 
the EdD does not come as a result of acquiring the qualification, of reaching Ithaka. It 
comes from the long journey of personal and professional exploration and transformation 
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on which I embarked, my personal Odyssey. Throughout the programme I have discovered 
myself as a learner, a researcher-practitioner, a professional, a leader, an expert, a coach 
and mentor, and a ‘teacher’ - someone whom designs contexts for learning and invites 
others into these. The EdD culminates in this thesis which I would describe as the interplay 
between identity and context. Each of these concepts is highly complex, whilst the 
exploration of both has been highly rewarding. 
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Chapter 1: Introduction 
 
Following on from the investigations carried out for the Institutional Focused Study 
(Anagnostopoulou, 2009) this thesis delves deeper into what it means to be a leader of 
learning and also how learning develops leadership. This thesis is the culmination of 
research which explores the non-formal workplace learning opportunities that enable 
individuals to develop as leaders when working between the academic, administrative and 
technical domains in higher education (HE) institutions. This first chapter presents and 
contextualises the research questions and outlines how they contribute to both 
professional and academic knowledge. 
 
1.1 Context and rationale 
The drive to modernise and transform HE is a world-wide phenomenon experienced in 
Europe (European Commission, 2011), the United States (White House, 2013), Australia 
(Commonwealth of Australia, 2009) and indeed the United Kingdom (UK). Over the last 
decade, HE in the UK has seen a review of the way excellence is judged in relation to 
research (Roberts, 2003) as well as the introduction and implementation of variable tuition 
fees (Her Majesty's Government, 2004). This was further complemented by the 
introduction of Access Agreements and the removal of fee caps (Higher Education Funding 
Council for England, 2010) as well as the introduction of the National Student Survey 
(Higher Education Funding Council for England, 2004). More recently, HE has been steered 
towards a more market-led approach (Department for Business Innovation and Skills, 2011) 
which enabled private providers to also enter the market. However, each of these 
government agendas  and the need to meet targets have driven institutions to rethink the 
ways in which they increase widening participation, improve retention and progression, 
develop internationalisation and diversify sources of income whilst striving to maintain 
excellence and quality of their educational provision and research. 
These agendas do not sit comfortably within a single academic department nor are they 
owned by a particular administrative unit within an institution; instead, they cut across all 
the core functions of an institution, redefine metrics of excellence and result in changes of 
institutional structures, values and beliefs, often by stealth. Although the concept of 
change is not new in HE, the amount, pace and breadth of change currently being 
experienced requires institutions and their leadership to explore new ways of responding 
 16 
 
to the multitude of external pressures. Academic and administrative leaders, who are 
responding to current pressures and preparing for whatever the future brings, find 
themselves collaborating and working in new ways so as to achieve institutional objectives. 
However, institutions are not necessarily geared up to support these activities effectively.  
Research by Whitchurch (2008) investigated middle managers in higher education (HE) with 
unique remits and enquired about their understanding of management and leadership. 
Through an analysis of their accounts she classified individuals who carry out this type of 
work as blended professionals, professionals who engage in a mixed portfolio of work. They 
occupy a new third space within higher education institutions (HEIs), which straddles both 
academic and administrative spaces. Others have described working in the third space as 
operating at the ‘fractures and fault lines of academia’ (Rowland, 2002 cited in Hicks, 2005, 
p. 176) and as being ‘caught in the middle’ (Hicks, 2005). 
Heads of e-Learning (HeLs) in UK HEIs are one such group of blended professionals who 
lead the enhancement of learning and teaching through the use of technology. These 
professionals are involved in change by default, due to the continuously emerging 
technologies. They are called upon to research the potential of new technologies for 
educational purposes, establish the benefits they afford for learning and teaching and 
evaluate their suitability for adoption on a large, cross-institutional scale. However, 
technological advancement is only one aspect of the change HeLs experience.   
The role of HeLs is predominantly about the evolution and enhancement of academic 
practices and as such, they have little interest in maintaining the status quo. Along with the 
changes to the HE sector as a whole, it is notable that there have been other government-
funded initiatives, policies and strategic plans which have impacted on their role. These 
have been aimed at recognising and valuing teaching (Conole, Smith and White, 2007), 
have focused on quality enhancement and the strategic management of the student 
experience (QAA, HEA and HEFCE, 2008), advocated a more evidence-based approach to 
the increased adoption of technology (Browne et al., 2008; JISC, 2008; JISC, ALT and HEA, 
2008; JISC and HEA, 2008) and emphasised the responsibility of HE to equip learners as 
workers and citizens in an information society (Leitch, 2006). So, contrary to Whitchurch 
(2008) who states that working within the third space tends to have clear temporal and 
spatial parameters, for HeLs the environment is in constant flux. 
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As leaders in their field, HeLs are experiencing unprecedented levels of change in their role. 
They are tied into many sectoral and organisational strategic objectives and are integral to 
achieving institutional progress. However, for a role which has only emerged relatively 
recently, it is evident that a significant amount of learning and development is needed so as 
to ensure that the post holders can adapt and rise to the various challenges that are 
presented to them. Leadership is contextually and culturally bound and is therefore 
intertwined with its environment (Dimmock and Walker, 2005), as are the learning 
opportunities which are afforded to leaders (Billett, 2002a; Billett, 2002b). The uniqueness 
of this context in which HeLs operate as third space professionals raises the question as to 
the nature of the learning opportunities and experiences that are afforded to them in the 
workplace.  
Anagnostopoulou (2009) focused on HeLs and investigated possible relationships between 
their conceptions of learning and the ways in which they conceptualised their leadership 
role. One of the key findings was that both the phenomena of leadership and of learning 
afforded personal growth; when greater self-presence of participants was evident both 
phenomena afforded challenging learning experiences, which led to personal growth. 
However, the notion of developing as a learner over time was more prominent in their 
accounts than was the notion of developing as a leader over time. This begged the 
question: how do leaders develop within their roles?  
In the case of HeLs, the work environment is also their learning environment and their 
perceptions of it can significantly influence how they approach their learning (Ramsden, 
1992) in the workplace and their continuous professional development. However, when 
considering leaders as learners, there are two work environments that need to be taken 
into consideration - the actual and the desired (based on the changes they wish to 
implement within their leadership remit). HeLs’ perceptions of the difference between the 
two environments at various times influences their actions and therefore any learning they 
undertake within their role (Anagnostopoulou, 2009).  Furthermore, as each leader’s 
personal conceptions of learning are based on their past experiences of learning and their 
perception of the context in which they learned (Prosser et al, 1994 cited in Prosser and 
Trigwell, 1999, p. 12), third space, as a context, may not be recognised as a learning 
environment. Meanings ascribed to situations by individuals are products of their values, 
background and experience (Bush, 2003). However in third space, multiple value systems 
exist (possibly contradictory) and experiences are only just being created.  
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1.2 Research Questions 
This thesis investigates the learning which takes place within one’s leadership role that 
enables leaders to develop over time in third space. More specifically, it explores the non-
formal learning opportunities which are afforded by HEIs for those occupying the 
leadership role of HeL. 
Thus, the overarching question the research sought to answer is: 
• What is the nature of the learning opportunities that are afforded to Heads of e-
learning through their leadership role in UK HEIs? 
Of interest was also the sub-question: 
• How does this relate to the behaviours leaders wish to develop and exhibit, 
especially in a period of rapid change? 
These questions can be understood further through the exploration of the following topics: 
• Identification of the non-formal learning which leaders undertake 
• How this learning is afforded in third space  
• How this learning relates to the notion of ‘developing as a leader over time’  
• Whether particular approaches to non-formal learning in the workplace are 
adopted by leaders (for example, are they planned for, are they conscious, or 
targeted). 
For the purposes of the thesis, the concept of e-learning is defined as learning and teaching 
through the use of technology. The study of e-learning is considered to be part of the wider 
field of learning and teaching but has a particular focus on the embedding of technology 
into the curriculum. Thus, the literature from the wider field of learning and teaching has 
been consulted and reviewed. 
As a functional unit, e-learning within HE is positioned in the wider field of academic 
development which aims to enhance the quality of learning and teaching practices. There is 
a scarcity of literature in the area of e-learning as an area of leadership and therefore the 
thesis has drawn on literature from the field of academic development. In its most 
comprehensive sense, academic development promotes the enhancement of learning and 
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teaching in educational institutions by systematic means (D'Andrea and Gosling, 2001) and 
thus encompasses the work of HeLs and their staff. 
The multi-dimensional nature of the questions demanded a multi-layered research design. 
A mixed methodology was employed, which considered both quantitative and qualitative 
data. This included in-depth interviews with nine HeLs from across UK HE and the use of 
secondary, quantitative questionnaire data (collected in 2005) in which the participants 
had self-identified areas in which they felt they needed to focus their personal professional 
development. The research employed the theoretical concept of liminality to explore the 
qualities of third space and the role of HeL, whilst the analysis drew on three different 
analytical frameworks offered by phenomenology, symbolic interpretivism and social 
constructivism to shed light on the phenomenon of learning in the workplace. 
 
1.3 Value of the research  
Contribution to professional knowledge 
The research question and sub-question are particularly pertinent for HeLs in UK HEIs as 
there is no single term or job description which covers the role of HeL and similarly titled 
jobs in different institutions carry varying responsibilities, which reflect their institutional 
structure and history (Shurville, Browne and Whitaker, 2009). The HeL is a relatively new 
role in HE (Anagnostopoulou, 2010) and it is derived mainly from a minority of learning 
technologists who have developed expertise in their field whilst also obtaining more senior 
posts (Shurville, Browne and Whitaker, 2009).  Furthermore, the time lapse between the 
professionalisation and the emergence of leadership in the field is very small and thus it is 
difficult to distinguish the precise time at which the need for leadership came about, as 
well as the precise knowledge and skill sets which an individual requires to be a leader in 
this field.  
As noted previously, the climate in which leadership has arisen is one which is 
characterised by significant governmental drivers. The HEFCE and the Department for 
Education and Skills (DFES) developed their initial e-learning strategies in 2005, and 
although the importance of policy/strategy-level recognition cannot be underestimated, 
the most significant change in the HEFCE (2009) revised strategy is the omission of the 
word ‘e-learning’ from the document. This highlights HEFCE’s desire to emphasise learning 
and teaching rather than the electronic mediums which are employed and goes some way 
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towards legitimising e-learning within the learning and teaching arena and moving 
misguided perceptions away from technical activities. In their strategic plan, HEFCE (2007) 
make a number of bold statements about the benefits of new technology. Nevertheless the 
disappearance of the term ‘e-learning’ from strategy documents has put individuals with 
the word ‘e-learning’ in their job title at great unease. 
The need for leadership in this area is re-enforced as the education sector needs to prepare 
digitally literate graduates for jobs that do not yet exist (Gove, 2012). However, under the 
current climate of fiscal restraint and due to the need for institutions to respond to 
government agendas, HEIs redefine  how they fit into the wider HE context and 
consequently redefine the role of HeL by changing the immediate environment in which 
HeLs find themselves. In turn, this prompts individual HeLs to consider how they will 
change and adapt. “One of the central challenges of distributed leadership turns on the 
ability to acknowledge and manage the necessary uncertainties and ambiguities 
surrounding one’s own role in relation to those of others” (James, Mann and Creasy, 2007, 
p. 81). However, the support that is available to HeLs is vague at this time. Furthermore, 
the nature of leadership development which is required to support HeLs is unclear, as is 
how they will go about continuing to learn in order to adapt and change.  
This research raises awareness about the nature of the learning opportunities available to 
those leading e-learning and about how learning opportunities can be constructed within 
institutional third space environments. It documents these in a time of great change, 
financial concerns and uncertainty, when learning is most important for the evolution of 
the role of HeL, but also for the personal growth of the individual in the role. Thus, the 
importance and timely nature of this research to HeLs has been expressed at a number of 
the community’s meetings. Its importance is due to the uniqueness of the role and the 
current lack of understanding about how it can evolve at a time when a multitude of 
pressures are trying to re-define it. For HEIs this research highlights how it can support its 
staff to evolve in line with institutional vision and expectations and foster opportunities for 
personal growth, in ways which are directly relevant to the achievement of its strategic 
goals. It is both of these aspects which provide the basis for an original contribution to 
professional knowledge.  
Contribution to academic knowledge 
Barnett (1999) outlines three strategies which have been developed to encourage learning 
in the workplace. These are: 
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1. Professional development and training courses 
2. HE institutions that offer work-based learning degrees and 
3. Professional peer development networks, often ranging across organisations.  
However, this research is not concerned with the learning opportunities which are afforded 
by any of these three strategies. It is not concerned with the first strategy (professional 
training courses), and although it draws participants from a self-organising professional 
peer development network (Heads of e-Learning Forum – HeLF), it does not investigate the 
opportunities which arise from it (strategy 3). Parallels can be drawn between this research 
and the concept of ‘work-based learning’ (WBL) (strategy 2). However, work-based learning 
offers a known curriculum co-created by the education provider and the employer. 
Learning opportunities can be tailored to the needs of the cohort and offer degrees of 
personalisation for the individual learner who actively creates his/her own learning 
experiences (Lemanski, Mewis and Overton, 2010). With WBL, time for personal reflection 
is set aside as part of the formal programme and is facilitated, and the application of all 
that has been learnt is an expectation. Unlike WBL, learning afforded outside a formal 
educational framework (through one’s role) is not as clearly defined. More specifically, a 
framework which enables learning to be structured around work and maximise potential 
workplace developmental activities is not explicit. Thus, one must question how 
consciously a leader’s learning/personal growth is considered, approached and planned for 
outside formally-structured staff development offerings.  
This research sought to investigate a fourth strategy, one which is not recognised widely in 
the literature as being on offer to employees by organisations, but one which can be taken 
advantage of if the correct conditions exist (including awareness of the opportunities to 
learn from experience). Understanding the nature of non-formal learning opportunities 
which arise within one’s role as a leader is important, especially since leaders do not always 
perceive that their personal learning and development is part of an institution’s target to 
enhance learning and teaching (Timperley, 2006). Furthermore, there is an absence of 
literature which considers perceived development needs and how the work environment 
(role and context) may cater for these. This poses a number of academic and professional 
concerns which do not appear to be addressed by existing literature. 
The research sought to shed further light on existing literature with regard to third space 
working, on the resources (people, tools, environment, knowledge and skills) that are 
available when engaging third space environments and on the resources HeLs bring to the 
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mix. Understanding how learning and development take place in this unique context and 
conditions provides an extension to the existing literature with regard to non-formal 
learning in the workplace and leadership development. Methodologically, the research also 
offers new ways of conceptualising further the phenomenon of learning, especially when 
the context is not stable, and is facilitated by a multi-layered analytical framework. 
The uniqueness of the role of HeLs and the context in which they operate, the need for 
leadership development in times of great change and the fact that this research sought to 
address specific gaps in the literature through a unique methodologically approach, all 
provide the basis for an original contribution to academic knowledge. 
 
1.4 Brief overview of the thesis structure 
The next chapter of the thesis presents the concept of liminality as a theoretical platform 
that enables the exploration of the research question and sub-question and discusses its 
suitability in relation to the study. An in-depth exploration of the characteristics and 
qualities of third space, as well as the location of HeLs within this context are offered.  
Chapter 3 frames the research drawing together literature from two domains: learning and 
leadership. It defines the concepts of learning, leadership and leadership development and 
contextualises these within the contexts of third space and HE.   
Chapter 4 presents the mixed methodological approach which was adopted in order to 
address the research question and sub-question. The methodology, sampling methods, 
data collection, the multi-layered analysis, and the ethical considerations of the research 
are discussed.   
Chapters 5 and 6 offer the findings from the research, presented in a thematic format, and 
a synthesis of these is discussed. They provide answers to the research question and sub-
question and insights in relation to the opportunities which exist and conditions which are 
necessary for leaders to develop in third space.  
Finally, the thesis concludes with a summary of the work, its relevance to HE professionals 
working in third space and its limitations, as well as a number of recommendations for 
future professional and research consideration.  
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Chapter 2: Framing of the research 
2.1 Introduction 
This second chapter sets the scene for exploring HeLs’ learning in the workplace. It 
introduces the use of theories derived from Van Gennep’s (1960) and Turner’s (1969) work 
on ritual ceremonies in tribal societies as a means of framing the research. These provide a 
platform from which to explore the research question and sub-question and facilitate a 
closer look at the professional identity and work of HeLs.  
The first part of this chapter presents and justifies the use of the concept of liminality and 
its tripartite structure, and briefly discusses how the concept has been used by other 
researchers, including in studies outside of the anthropological field from which it 
originates. The benefits that the concept of liminality has over other theoretical concepts 
and theories that could also offer possible ways of exploring the research question are also 
discussed.  
Later in the chapter, the concept of liminality is applied to: a) working in third space within 
HE and b) the role of HeLs, their professional identity and their work. This in-depth 
conceptualisation provides a descriptive definition of how these terms are deliberated 
within the thesis, whilst offering an understanding of the concept of liminality, its 
characteristics and qualities.  
The concept of liminality is also considered later in the thesis in relation to learning 
(Chapter 3) and it is operationalised in the methodological framework (Chapter 4).  
 
2.2 Liminality and third space 
The concept of liminality was developed by Van Gennep (1960) and is derived from the 
Latin word ‘limen’, which means threshold – a passage through which a person’s status is 
changed and new possibilities are opened up, whilst previous ones cease to exist. As an 
anthropologist, Van Gennep studied the structure of ritual initiation ceremonies in small-
scale tribal societies, the most typical of which is the coming-of-age initiation ceremony 
that transforms a child into an adult. He described such rituals as having three component 
phases: separation (pre-liminal phase), transition (liminal phase) and re-aggregation (post-
liminal phase). Thus, during the ceremony initiates are separated from their previous ways 
of being (childhood), but are not yet incorporated into the new way of life (adulthood) – 
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they are in transition (neither child nor adult). The attributes of their liminal personae are 
ambiguous as they do not yet occupy a position in a social system; they are not limited by 
the constraints of childhood (limited decision making power, potential to earn income, etc), 
but do not yet enjoy the full benefits of adulthood (voting, family, right to bear weapons, 
etc). Turner (1969) expanded on Van Gennep’s theories and noted that when initiates are 
in transition, in the liminal phase of a ritual, they are neither here nor there, simultaneously 
in and out of time, in and out of structure. Their ‘between and betwixt’ situation is 
characterised by intense, often uncomfortable, feelings (marginality, ambiguity, fear, 
confusion, humility, for example), tests of worthiness and lack of hierarchical structures or 
rules. Liminality, with its spatial and temporal dimensions, can last as little as a moment or 
as much as an epoch and it can affect an individual, a group of individuals or an entire 
society. 
The thesis employs the tripartite structure (separation, transition and re-aggregation) and 
the liminal qualities of the transitional phase as a means of exploring the existence and 
personal learning and development of HeLs in third space. This approach enables the 
consideration of the experiences of multiple individuals within the complex overlapping 
structures in which they find themselves.  
The research drew on previous studies that have used the concept of liminality and on 
literature from a number of fields to support the application of it as a theoretical 
framework. Although the concept of liminality originates from the field of anthropology, it 
has been applied to a number of other fields, each of which tends to focus on slightly 
different aspects of the ‘between and betwixt’ phenomenon. Most notably, these include 
liminality as: 
• A critical transformation period, a period of being in limbo and of not belonging. 
This aspect of liminiality is evident in studies that explore temporary agency staff 
workers (Tempest and Starkey, 2004), immigrant communities (Bhabha, 1994), 
educational developers (Land, 2004) and distance and online learners (Bayne, 
2008; Cunningham, 2011) 
• A starting point, a threshold in perception or a gateway to the understanding of 
new concepts of a specific subject discipline.  This aspect is emphasised by Meyer 
and Land (2005), who discuss the understanding of concepts which are key to the 
mastery of subjects and how formal HE curricula can be enhanced to take students 
through the periods where they get ‘stuck’ in a liminal space 
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• A Transition. Studies in architecture emphasise liminality as a transition between 
two dissimilar physical spaces (i.e. the design of lobbies, corridors, etc) and also a 
place where boundaries dissolve (Drotner et al., 2012) 
• A Connection. Although space tends to be seen as a background feature, i.e. ‘space 
as a container’ of things, people and events, it can be more important to consider 
‘space as connections’ (Douglas, 2011). The knowledge that connections and 
interactions are possible can be more important than knowing that a number of 
resources are available within a particular environment.  
Collectively these aspects of ‘between and betwixt’ offer a rich definition of the concept of 
liminality, which sensitises aspects of working in third space in a unique way.  Adopting 
liminality to frame the research means that the exploration and discussion can focus on 
qualities rather than fixed attributes. Furthermore, this representation of third space serves 
to move the research away from the concept of a singular, physical area within an 
institution which contains things (for example, people, teams and events). Containment is 
secondary to connectivity and the other affordances of third space. Indeed, third spaces 
might be a more appropriate term as it is unlikely that there will be a specific configuration 
which will be understood by all who engage in third space working, nor a collective shared 
identity amongst them (Whitchurch, 2013).  As such, for the purposes of this research, third 
space is defined as: 
a notional cultural, intellectual and ideological space characterised by liminal 
qualities and potential new ways of being for the individuals who occupy and 
interact within it.  
This research sought to identify whether third space functions as a catalyst for leadership 
development through any non-formal learning opportunities which arise in this context. 
Through this, it also aimed to offer a complementary understanding of the identity of HeLs 
through belonging to and positionality in third space.  
Nevertheless, the concept of liminality was cautiously applied to third space and those who 
occupy it, as Field and Morgan-Klein (2010) rightfully highlight that Van Gennep’s and 
Turner’s studies are of small-scale, stable and cyclical societies and may require the 
concepts to be adapted. Third space exists in HE institutions, which are fast changing, 
multi-linear and possibly very large organisations. Indeed, Bauman (2001 cited in Delanty, 
2008) likens HE to a ‘liquid organisation’ that is constantly changing, responding to external 
 26 
 
and internal drivers, defined by a set of rules and processes rather than stable structures. 
However, as a minimum, Turner’s insights provide a useful framework and vocabulary for 
discussing the uniqueness of the context. 
Finally, it is noteworthy that the concept of liminality provided greater benefits in relation 
to other possible theoretical frameworks that could have been used to theorise the 
research question.  More specifically, other frameworks that were considered but 
discounted were offered by theories relating to Communities of Practice (CoPs) (Lave and 
Wenger, 1991) and activity theory (Engeström, 2001). The reasons for the rejection of 
these alternative theories are offered below: 
• This research is concerned with learning that is situated within a particular context. 
As a result, it is tempting to brand third space as a potential CoP and for it to be 
explored in that light. However, CoPs are conceptualised as learning and 
knowledge generating entities and defined as “an intrinsic condition of the 
existence of knowledge” (Lave and Wenger, 1991, p. 98). It would therefore have 
been presumptuous to do so because there was no guarantee at the beginning of 
the research that learning actually takes place in third space. CoPs’s assumption of 
a linear developmental progression from novice to expert and the downplaying of 
the role of an individual’s formal education (Evans et al., 2006) did not sit 
comfortably with the exploration of third space as a potential learning 
environment; an individual’s previous learning experiences influence conceptions 
of effective learning and leadership (Anagnostopoulou, 2009) and quite possibly 
how they might continue to develop as leaders. Furthermore, CoPs do not indicate 
the relevance of structural arrangements such as employment relationships, 
hierarchical organisational structures and the nature of the work itself (Cox, 2005), 
all of which are influencing factors in the workplace. As this research is concerned 
with learning in the workplace, it was deemed inappropriate to omit these factors 
from the study.  Knight and Trowler (2001) and Clement and McAlpine (2008), who 
were researching academic developers, also discounted CoPs for similar reasons.  
• Equally, activity theory (Engeström, 2001) was considered as a possible means of 
underpinning the thesis research, and was also discounted at an early stage, 
despite it featuring prominently in studies of organisational learning over the years. 
Its advantages include the way that it takes account of both the individuals and 
their environments; it seeks to understand activities as complex, socially-situated 
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phenomena. However, this research sought to study activities and experiences 
which did not have learning as their primary purpose - the learning may have been 
unintended, opportunistic, unstructured and possibly not even deemed as learning 
until a much later time. Some of the learning and development which might have 
taken place could have been unconscious and as yet might not have been identified 
or labelled by the participant as learning. Indeed, a multitude of third space 
activities could have been studied, but may not have resulted in identifying 
learning opportunities. Furthermore, it was unclear to what extent it was possible 
to learn and develop as a leader by examining specific activities which result in the 
acquisition of only a component of knowledge or skill or whether it is the 
integration of those component parts of the activity which should be studied. 
Finally, the multitude of activity systems which are happening  simultaneously in 
third space, the way in which the systems inter-relate and the on-going 
transformation of the elements of each system along with the heterogeneity of the 
phenomenon of learning for HeL in third space could not easily be studied through 
activity theory. Indeed, the complexity and scale of the research would have been 
prohibitive within the remit of an EdD thesis. 
 
2.3 Liminality of third space    
In this section, liminality is applied to the context in which HeLs operate and specifically 
focuses on areas of work in HE institutions which tend to fall between the gaps of clearly 
demarcated areas of responsibility (widening participation, improving retention, 
developing digital literacies, for example).  
Higher education is comprised of a series of rules and regulations, statuses, codes and 
behaviours that govern and provide ‘structure’ to HeLs’ professional life. Third space is 
what Turner (1969) terms ‘anti-structure’, a place and time where normative ways of being 
are temporarily dropped and true expressions of self can take place without the usual 
societal constraints. "Third space displaces the histories which constitute it, and sets up 
new structures of authority” (Bhabha in Rutherford, 1990, p. 211), in which cultural 
diversity is encouraged.  
Turner (1969) identifies two major models of human interrelatedness:  
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“The first is of society as a structured, differentiated, and often hierarchical system 
of politico-legal-economic positions with many types of evaluation, separating men 
in terms of “more” or “less.” The second, which emerges recognizably in the liminal 
period, is of society as an unstructured or rudimentarily structured and relatively 
undifferentiated comitatus, community, or even communion of equal individuals 
who submit together to the general authority of the ritual elders.” (p.96) 
For this second model, Turner introduces the term ‘communitas’.  Akin to the concept of 
‘communitas’ , third space is an axiocratic environment where individuals have a 
professional delineation from others and their legitimacy is based on expertise, and not on 
academic qualifications (Whitchurch and Gordon, 2011). A flexible workforce of academics, 
professional services staff, technicians, librarians and others from diverse professional 
cultures come together based on their individual competencies to work on strategic 
projects. These projects are characterised by high levels of change and aim to have 
maximum impact. The work is not containable within clear boundaries or existing 
structures and the division of responsibilities comes under pressure as the sovereignty of 
academics is challenged (Shattock, 2006). Due to the lack of firm parameters and structure 
in third space, and the notable absence of a ‘master of ceremonies’ (the leadership figure 
who is supposed to lead initiates out of the liminal phase), the diverse workforce is subject 
to shared governance, through networks and partnerships, where a sense of common 
purpose and loyalty informs the balance of the relationship (Whitchurch and Gordon, 
2011). As such, third space changes previously held conceptions of what it means to work 
in an HE institution. 
Individuals are impacted both positively and negatively by their existence in liminal 
conditions. Freedom from the structural constraints (reporting lines, committees, etc) in 
which they traditionally operate can be liberating and exhilarating. With the higher degree 
of autonomy that characterises third space, HeLs are free to explore, play and innovate. 
Winnicott (1971), in his studies of child’s play, describes it as a transitional space that 
fosters creativity, where one can experiment and experience the unknown, and where 
identities can be shed and reshaped by simultaneously undergoing convergence and 
divergence. This creative, productive space facilitates the development of a strong sense of 
community amongst those sharing the liminal space and through the interactions and 
connections produces co-created outcomes, which are meaningful and memorial 
(McCormick, 2008). 
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For HeLs, work in third space forms a large proportion of their professional life, whereas for 
other members of the HE community it is on the periphery of their sphere of activity 
(academic staff, for example). Other types of people who tend to find themselves at the 
margins in prolonged periods of liminality are artists and monks. Artists often attempt to 
be in continuous states of liminality so as to induce creativity and promote authentic forms 
of expression, whereas monks are endlessly preparing for their transition into another 
world. However, most individuals tend to adapt to their environments and find it difficult to 
maintain the sense of the novel and unfamiliar, innocent playfulness that is afforded by 
liminal states. Szakolczai (2009) warns of the dangers of permanent states of liminality; 
they cease to be fun, playful, and creative, and if they become the norm a sense of 
boredom and imprisonment soon sets in. Those who find themselves stuck in a permanent, 
unsettling ‘between and betwixt’ situation become frustrated with the ever-changing, 
unstable context, and are no longer enjoying the benefits associated with it. To avoid this, 
experiences in liminal space must be channelled back into structures.  
Furthermore, in prolonged periods of liminality, communitas soon acquires a structure of 
its own in which the connections and relationships become norm-governed and society 
itself moves from one fixed state to another (Turner, 1969). In considering liminality, Meyer 
and Land (2005) talk about a 'liquid space' that changes both itself and those within it. As 
the nature of work one undertakes assists in the construction of identity, a 
transformational change in identity will require the adoption of new structures in the 
workplace. New rules and resources need to be created which in turn will result in 
institutional structures being transformed.  Thus, third space is doubly liminal as it is itself 
in a state of emergence and it also has the potential to transform individuals. 
Whitchurch and Gordon (2010) also highlight the negative aspects of liminality. The liminal 
qualities of third space require individuals to let go of their pre-liminal community and 
isolate themselves from those with whom they tend to identify, recognise and appreciate. 
An individual’s separation from their pre-liminal community may be partial or temporary, 
for example if they are taking part in a cross-institutional project alongside the more 
mundane elements of their job. However, for the duration of the project they are stepping 
outside of their usual environment and their established ways of being within their 
workplace. Simultaneously, they find themselves in a state of tension as they are asked to 
accept views, beliefs and values that may be contradictory to their own. As power 
relationships are not clear, both academic and professional staff see each other as more 
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powerful and themselves as marginalised; similar to Manathunga’s (2006) community of 
educational developers, HeLs are “simultaneously powerful and powerless in their relations 
with each other” (p.21). 
Placing multiple cultural forms together may not lead to happy co-existence. It is in 
societies where multiculturalism is encouraged that one often finds that discriminatory 
practices are present (Rutherford, 1990).  Staff who have worked independently in the past 
may privately contest the contradictory viewpoints, yet they will abide with them for 
practical reasons in order to achieve the agreed objective of the project (Whitchurch and 
Law, 2010). In third space new terminology, new symbols and signs are encountered all the 
time. However, they can be what semiologists term 'empty signifiers' (Laclau, 2001) - signs 
which are open to interpretation and mean different things to different people. Although 
there is an implicit acceptance that they are signifiers, in order for them to be meaningful a 
new vocabulary needs to be developed, new practices need adopting and existing ones 
need adapting. This process takes time, and within the fast-changing HE environment, staff 
in third space may resort to mimicry, by using the same language, playing the game, 
without fully subscribing to their colleagues' views, but using them because those views 
'will do': they will suffice for the time being. This is not unlike Turner’s  (1969)‘trickster’ - a 
character who is between and betwixt structure and has the ability to access and connect 
with elements of the structure from multiple points. However, because the effects of such 
actions are lasting and can have significant implications, tricksters must return to their 
state of in-betweenness in order to deal with the consequences.  
Effectively working in third space requires individuals to adopt a perspective of cultural 
relativity and actively engage in translation and mediation. Through the bridging of cultural 
gaps, at each step they will need to reconsider their assumptions and choices. In doing so, 
it is difficult to get an overview of the multiple agendas which may exists (personal, 
professional, institutional) as higher levels of political activity are evident. The varying 
rhythms in decision making, implementation and funding, which are in operation across an 
institution, also manifest as tacit assumptions. As such, third space working places a new 
demand on skills and competencies (Whitchurch and Gordon, 2010) and as it is 
continuously redefined, so is the transformational skill set which HeLs need in order to 
effectively perform their role. This includes flexibility, adaptability, reliability as well as 
confidence and competence in their field of expertise (Tempest and Starkey, 2004). 
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2.4 Liminality of the role of ‘Head of e-Learning’ 
This section presents the role and work of HeL and its unique characteristics, through each 
of Van Gennep’s three phases of separation, transition and re-aggregation.  
Separation (pre-liminal phase) 
Beetham, Jones and Gornall (2001) identify individuals from three different origins which 
have ‘separated’ from their original professions to make up the population of e-learning 
professionals: a) academic innovators interested in experimenting with technology in their 
own teaching practices b) individuals who traditionally held a student support role within 
an educational environment (library staff, technicians, etc) and c) ‘new specialists’ 
(educational developers, project managers, etc) with an interest in learning technologies. In 
some cases, this separation may only be partial and incomplete. However, for the length of 
time during which they engage with e-learning they are deviating from the established 
norms and expectations of their original discipline.  Common ideologies and values, along 
with their personal interest in technology, provide their sense of belonging to a new 
professional community. They are not defined by their common academic background, 
which may be the reason they engage in the on-going questioning of their identity 
(McAlpine, Jazvac-Martek and Gonsalves, 2008). 
Having departed from their original discipline of study, HeLs have experienced separation 
from their principal guarantor of identity within academia. Formerly defined by their 
discipline and enculturated into an academic tribe (Becher and Trowler, 2001), HE now 
positions them under a definite conceptual scheme, which labels them as non-academic, 
i.e. not belonging to the academy, outsiders to an established professional group. This is 
reflected in all aspects of their professional lives, such as their employment contract, the 
trade union they are allowed to join and the rewards and recognitions which are available 
to them, and makes for what Bhabha (1994) terms an “unhomely life”. Similar to 
educational developers, HeLs have “occupied a marginal, fringe position in the political and 
knowledge economy of universities” (Manathunga, 2006, p. 22). The distinction between 
‘academic’ and ‘non-academic’ staff  is one that is widely accepted. However, defining 
one’s identity in relation to others is useful for those not familiar with HE, but it is of limited 
value to HeLs, because it does not describe their distinct values, ideologies or unique 
traditions, all of which influence their continuous professional development. 
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Transition (liminal phase) 
The scale and degree of liminality will vary for each individual HeL depending on their 
personal background, their relative position within their HEI, their formal elements of 
leadership (i.e. contract type, precise title, etc) and other characteristics, which are specific 
to them and their environments. However, this transitional phase is characterised by 
feelings of marginality and by transformational activity that is inherent in the role of HeL, 
although it may be experienced to greater or lesser degrees. 
Marginality 
Marginality is evident in HeLs’ daily working practices.  HeLs offer expertise and advice in a 
number of areas which have traditionally been the sole responsibility of academic staff 
(curriculum design and assessment and delivery methods, for example). This does not sit 
comfortably with parts of academia and often their opinion lacks credibility due to the lack 
of direct engagement with the student community. HeLs do not possess the ‘right of voice’ 
in academic affairs, which is provided on the basis of membership of the academic 
community (Middlehurst, 1993), and therefore they operate at the margins of the 
academic sphere activity. However, they are not firmly rooted in the administrative and 
technical aspects of an HEI either as the majority of their work is done with academics in 
order to ensure pedagogically sound learning experiences. Despite the fact that HeLs’ work 
is recognised as critical to institutional success through its association with organisational 
strategic objectives, such as widening participation, internationalisation and student 
experience, HeLs’ manage teams comprised of e-learning technologists who are usually 
characterised as being marginal and often seen as lacking authority and responsibility 
(Oliver, 2002). Implicitly and by association, HeLs are also perceived as marginal. 
Furthermore, marginality is also evident at the macro level. As professionals, e-learning 
technologists only made an appearance after the Dearing Report (NCIHE, 1997) which 
emphasised a) that the quality of learning and teaching must be a focus of individual 
professionalism, b) the need for staff support and development and c) the importance of 
innovation through the use of technology. The combination of these provided some 
professional legitimacy, but leadership in this area is still evolving. This, coupled with the 
rapid changes which are brought about by advancement in technologies, and political and 
economic agendas, HeLs find themselves in perpetual phases of transition and the 
generative capacity of the role is linked to its very marginality.  
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Transformation 
Liminal qualities in the role of HeL are not limited to their existence and operation in third 
space, but are inherent in the very nature of the role. Similar to Land’s (2004) educational 
developers, HeLs are some of the few individuals in HE who have change built into their 
role and have no interest in perpetuating the status quo. They facilitate transitions, manage 
change processes and although they may not always agree with the changes, they are still 
required to engage and deliver.  
HeLs are invited to support or lead cross-institutional projects, positioning themselves 
‘betwixt and between’ professional boundaries as they become part of a diverse workforce 
brought together to achieve a common goal. As middle managers, they are leaders in the 
making, positioned somewhere between where they perceive themselves to be (self-
identity) and where others perceive them to be (imposed identity). Without any clearly 
identified career paths, HeLs’ professional identity is continuously shaped by the multiple 
environments in which they operate and as such it is always under construction. They are 
perpetually becoming as they are part of the on-going process of negotiation that 
characterises third space.  
Re-aggregation (post-liminal phase) 
Turner (1969) asserts that the purpose of liminality is to produce an experience that is both 
a transformational journey and a test which results in an enhanced status. As leaders, HeLs 
are tested in how well they achieve their objectives, measured against performance 
indicators. However, this research sought to identify the journey through which HeLs 
achieve enhanced leadership status. Through their work, do HeLs learn to lead differently? 
Do they acquire greater skills and experience, become more knowledgeable, and prove 
their worthiness of an enhanced status? As the role of HeL is still evolving, it is not possible 
to describe what an enhanced leadership status might comprise as the potential is largely 
unknown. Indeed, for the purpose of this research, it was not necessary to specify the 
possibilities at the start of the research; it was enough to know that they exist throughout 
their professional life. 
In their cross-institutional work, HeLs are released from defined structures in which they 
usually operate, into a transitional liminal space, and then return to structures. It is unclear 
whether they transform themselves in the process and are revitalised by their experiences. 
Do they exercise leadership and evolve as leaders simultaneously? Doing and becoming 
concurrently is often a characteristic of individuals who take their first steps into new 
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careers or are newly appointed to a post. Employers have identified that individuals who 
demonstrate the ability to grow into a role and be stamped by formative experiences 
afforded by the work, are the ones who are usually offered the job; a decision which is 
based on the perceived potential of the individual rather than their actual credentials 
(Kessington-Miller, Brailsford and Gossman, 2012). However, most HeLs have been in post 
for an average of six years (Anagnostopoulou, 2009) and their role is designed to go 
through multiple cycles of transition, not least because they are required to be at the cusp 
of technological innovation. 
McCormick (2008) summarises the literature when she says that the interactions within 
liminal spaces produce models, frameworks and goals for the future. The re-integration 
stage is one of adoption and of embedding new ways of thinking and being and establishing 
these as the new status quo. Traditionally, enhanced status in the workplace is coupled 
with the notion of promotion. This means that employees and organisations engage in 
psychological contracts which are built on a promise that commitment and performance is 
rewarded by a steady upward progress through pay grades and the acquisition of job titles 
that denote greater responsibility. However, these traditional contracts are challenged by 
the transient nature of project work in third space, and are unavailable to HeLs whilst 
residing in the non-academic structures of an institution. Instead, similar to Tempest and 
Starkey’s (2004) temporary project team members, their enhanced status might be defined 
by a range of diverse experiences, a wider portfolio of work that would enable higher 
degrees of mobility within work environments and a professional reputation that serves as 
a passport to work in a knowledge-driven economy – a passport for which the final 
destination is undefined. 
 
2.5 Conclusion 
This chapter introduced and offered justification for the use of theories derived from Van 
Gennep’s  (1960) and Turner’s (1969) work on ritual ceremonies in tribal societies, as a 
means of exploring the research question. It presented the concept of liminality and the 
tripartite structure (separation, transition and re-aggregation) of the transitional phase as a 
means of exploring the existence of HeLs in third space.  
Whilst other theoretical frameworks may offer ways of looking at how the phenomenon of 
non-formal learning in the workplace occurs, they provide limited frames of reference for 
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the complexities evident in the role of HeL and third space working. The concept of 
liminality enables the exploration of third space to focus on qualities rather than fixed 
attributes and also offers a complementary understanding and development of identity for 
HeLs through belonging, professionalisation and positionality. 
The next chapter defines and discusses the concepts of learning and leadership 
development and considers their liminal qualities. Furthermore, it identifies and critically 
discusses literature relevant to the research question and sub-question.  
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Chapter 3: Learning and Leadership development 
 
3.1 Introduction 
The previous chapter presented the concept of liminality as a theoretical framework 
through which to explore the role of HeLs and the unique environment in which they 
operate. In order to contextualise the research question and sub-question this chapter 
explores the literature with regard to transformational power of ‘learning’ and its liminal 
qualities are brought to the fore. More specifically, this chapter identifies and discusses 
literature relating to a) learning from experience, b) learning in context, and c) learning in 
relation to leadership development. Working definitions of learning and leadership are 
offered and are contextualised within the concept of third space and in relation to 
leadership development. 
 
3.2 Learning from experience  
The concept of learning  
Providing a single definition of learning is complicated due to the multiplicity of theories 
surrounding the concept.  Various perspectives and theories on how learning occurs, the 
necessary structures which need to be in place and conditions which enable learning vary 
depending on the epistemological and ontological beliefs of theorists. Ultimately, learning 
is a process which affords a number of things depending on the theory to which one 
subscribes. For example, this could be the acquisition of information and facts, an 
observable difference in behaviour, or the reconstruction of existing knowledge. It is 
notable that more complex processes tend to encompass the simpler processes, for 
example in order to reconstruct one’s existing knowledge base, the act of acquiring facts 
may also be required. 
A collaborative constructivist view of learning and teaching has been adopted for the 
purposes of this research in recognition of the relationship between personal meaning 
making and the social nature of educational transactions (Garrison and Archer, 2000). 
Through interaction ideas are communicated, knowledge is constructed and substantiated 
(Dewey, 1938 cited in Garrison and Anderson, 2003, p. 12). An individual makes sense of 
new knowledge through the processes of accommodation, negotiation and assimilation. 
However, as these processes are influenced by existing knowledge, personal conceptual 
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frameworks and previous experience each individual in the same learning situation may 
construct a slightly different meaning with regard to what they have learnt, but also the 
process of learning itself may vary.  
Learning from experience 
Experiential learning theories of learning acknowledge the central role of experience in the 
learning process. Kolb (1984) usefully examined prevalent experiential theories developed 
by Lewin, Dewey and Piaget and found that although they use different terminology, there 
is a similarity in the models they propose. A review of these models led Kolb to the 
following five propositions which characterise learning: 
• Learning is a process, not a product, which is grounded in personal experience. 
• Learning requires the resolution of conflict between often opposing, old and new 
ways of knowing and understanding the world. 
• Learning is the most important process by which individuals adapt to the world 
around them as it helps them build conceptual bridges across various life 
situations. 
• Learning involves transaction between the individual learner and the environment. 
• Learning is a process of creating knowledge.  
This research adopts Kolb’s definition of learning which highlights both its experiential and 
transformational nature: 
“Learning is the process whereby knowledge is created through the transformation 
of experience.”  (Kolb, 1984, p. 38)  
In his propositions and definition Kolb highlights the transformation of self which brings 
about new ways of knowing and being in the world. In this respect, learning is not unlike 
the transformative nature of rituals, a similarity which has been examined by researchers 
who have enquired into what crossing the limen actually means within the learning process 
(Land, Meyer and Baillie, 2010).  
Transformational learning does not focus on the acquisition of additional knowledge which 
adds to existing conceptual frameworks and has a cumulative effect, but on learning which 
requires individuals to reconsider and reconstitute personal theories, frameworks and 
lenses through which they view themselves and the world around them. It is also 
characterised by liminal qualities and involves engagement with threshold concepts, 
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practices and experiences. These are conceptual gateways which are characterised as a) 
transformative, resulting in a shift of how a subject is perceived, b) integrative, as they are 
inter-linked with other things which are familiar, c) irreversible, as once they are learnt then 
they cannot be unlearnt or forgotten and the viewpoint has permanently shifted and 
finally, d) troublesome, as they are difficult to engage with as they require the adopting of 
unfamiliar discourse and practices (Land, Meyer and Baillie, 2010). This research uncovers 
some of the threshold concepts that HeLs encounter whilst working in third space, how 
their engagement with these is afforded through the liminal conditions they experience at 
work and the role they play in their personal growth and in their leadership development.  
However, it is also important to understand how learning from experience actually 
happens. Brew (1993) suggests that learning from experience is always a bit blind because 
one tends to notice only some things, not all. Individuals are products of their culture and 
of specific educational systems which tend to distinguish between acceptable and 
unacceptable ways of knowing. How an individual learns from experience may be restricted 
by their disciplined noticing, and will depend on their personal biography, their personal 
constructs - how they perceive themself, their environments and their behaviour towards 
those they meet (Evans et al., 2006; Kelly, 1992). This will affect the kinds of learning they 
tend to seek out and those they tend to reject. As such, extending the range of what is 
perceived as relevant in order to see something new, or to see something differently is an 
important factor in moving from having a passive presence in third space, to actively 
participating in transformational learning.  
Potentially, every experience is an opportunity for learning (Boud, Cohen and Walker, 
1993b). However framing it and actively constructing it as a ‘learning experience’ requires a 
level of intentionality (Eraut, 2000a). Without intentionality there is no guarantee that an 
individual will move through the stages of Kolb’s (1984) experiential learning cycle. 
According to Kolb, individuals would experience something, reflectively observe and distil 
their observations into abstract concepts which may produce new implications for action, 
and which in turn can be tested and create further experiences.  However, without 
intention and willingness to learn, it is possible that an individual can experience many 
events, but may not learn anything from them. Furthermore, intentionality coupled with 
the timing at which a learning experience takes place leads to different types of learning 
(implicit, reactive, deliberative), some of which may not be recognised as learning until a 
later date (Eraut, 2000a).  
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How an individual frames an experience and turns it into what Tough (1979, in Coffield, 
2000, p. 2) calls a self-directed learning ‘project’ depends on their ‘personal foundation of 
experience’(Boud and Walker, 1990). This is the sum of the effects of their personal and 
cultural history. Indeed, an “individual’s agency determines how what workplaces afford is 
construed and judged worthy of participation” (Billett, 2004a, p. 117). In these self-directed 
projects the intended learning outcomes are clear to the individual, but the strategy by 
which the individual takes advantage of various experiences and frames them as learning 
opportunities is emergent and dependent on the context.  
Recognition that one has the ability to learn and develop from life experiences provides the 
starting point (Kolb and Kolb, 2009) and assumptions about the purpose of learning can be 
more important than the way in which learning is approached (Kasl, Dechant and Marsick, 
1993). Furthermore, significant conscious effort is required subsequent to the framing of an 
experience as a ‘learning experience’. Land and Meyer (2010) assert that the desire to 
engage with troublesome knowledge is a prerequisite in the further development of an 
individual’s identity, whilst Postle (1993) highlights the emotional competence and 
personal preparedness required to deal with the high levels of uncertainty which is 
associated with ‘unlearning’ and the formation of identity. Unlearning happens when 
previous knowledge is rendered obsolete or is redefined and as a result “what we know 
changes our world view, or an aspect of it, and we cannot reconstitute it in its original 
form” (Brew, 1993, p. 88). 
Brew (1993) and Barnett (1999) agree that (un)learning can be seen as threatening, 
because it can lead to the potential conceptual re-ordering of one’s entire existence and 
suggest that individuals may be hesitant to engage in learning from experience. Mason 
(1993) suggests that taking a series of actions (reflecting, recognising choices, preparing 
and noticing, validating) is essential to learning from experience. However, avoiding being 
merely a processing unit for what is being experienced externally also requires the ability to 
activate internal processes (feeling, imagining, remembering, etc) which can help bridge 
the gap between experience and conceptual theories and models (Mulligan, 1993).  
The above aspects of personal agency can be seen as component parts of one’s ‘learning 
identity’, a concept which originates from experiential learning theory (Kolb and Kolb, 
2009). Those who have a learning identity believe that an individual can learn and change, 
whereas those who perceived their abilities and attributes to be fixed or static have limited 
opportunities for personal growth (Molden and Dweck, 2006). According to Kolb and Kolb 
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(2009), learning identity develops and matures over time and is sustained and nurtured 
through a series of relationships and connections which foster growth. It is determined by 
self-attributions, meanings ascribed to past personal successes and failures, and influenced 
by important relationships with significant others (parents, teachers and peers, for 
example) and they are socially and culturally constructed. They are also contagious in the 
sense that those who have a learning identity can stimulate it in others. Experience of a 
‘problem-posing education’ can empower such an identity, as it is characterised by high 
levels of critical reflection and enables one to problematise that which is familiar, and move 
beyond what is taken for granted and not questioned(Boud, Cohen and Walker, 1993a). 
Key features of a learning identity include critical consciousness (Kolb and Kolb, 2009), 
confidence and self-esteem (Boud, Cohen and Walker, 1993a) and the acceptance of our 
feelings (Mulligan, 1993). This research sought to uncover whether and how these features 
play a role in HeLs workplace learning and ongoing development. 
 
3.3 Learning in context  
The importance of non-formal learning in the workplace has been highlighted by Coffield 
(2000) and Eraut (2000b) who usefully outline a variety of ways of learning, such as 
observation, mentoring and making mistakes (Eraut and Hirsh, 2007). Its purpose is 
threefold: it is necessary for the fulfilment of individuals (personal growth), for the 
continuing success of organisations in which they work and as an investment for society 
and future enterprises (Eraut, 2000b; Fevre, Gorard and Rees, 2000). The emphasis on each 
of these purposes varies across organisations, individuals and societies and may be directed 
to different parties and ends within each of these (Boud and Garrick, 1999). Furthermore, 
Solomon (1999, cited in Evans et al., 2006) cautions against the use of such learning to 
undermine the responsibility of employers to offer formal learning opportunities, which in 
turn offer the opportunity for employees to stand back and critically reflect on practice.  
Evans, Hodkinson, Rainbird and Unwin (2006) highlight the assumption that learning in the 
workplace is generally only done by newcomers, those who are just beginning in their 
careers or are new to an organisation. Indeed, some employees resent the term ‘learner’ as 
it can imply a lack of competence in their job. However, their research has found that most, 
if not all, employees engage in learning, at least to an extent.  
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Employees are likely to be involved in a) learning for work, acquiring the skills to (re)enter 
the workplace, b) learning in work in order to master tools, task and roles, and c) learning 
through work by accessing opportunities, including formal courses, offered by employers 
and trade unions (Evans et al., 2006). The research of this thesis is specifically concerned 
with workplace learning - “the learning which derives its purpose from the context of 
employment” (Sutherland, 1998 cited in Evans et al., 2006, p. 7) and therefore includes 
learning for, in and through work. However, for practical reasons, this is limited to non-
formal learning that takes place on-the-job. That is not to mean that learning which 
happens in one’s personal life, outside of the structures of work, is less valuable and does 
not play a role in the way in which an individual structures their learning experiences at 
work. Indeed, Evans et al (2006) highlight that individuals tend to customise their 
workplace environments, often unknowingly, with practices and traditions derived from 
their cultural backgrounds and personal experiences, which enable them to adapt and 
adjust to the demands of their workplace and deal with challenges by tapping into a priori 
acquired knowledge and skills. 
As knowledge is shaped by the environment in which it is acquired and in which it is applied 
(Eraut and Hirsh, 2007; Evans et al., 2006) it is important to consider how the structures of 
the workplace invite participation in learning.  Evans et al (2006) discuss learning 
environments as being on an ‘expansive-restrictive spectrum’. An ‘expansive’ environment 
is creative, dynamic, constantly evolving and offers maximum opportunities for learning, 
whereas a ‘restrictive’ one is limiting and confined by workplace boundaries which do not 
permit the flow of discussion between various areas of expertise. HeLs’ work in third space 
positions them in environments with access to broad, cross-boundary activity and dialogue 
which promote horizontal, multi-dimensional views of the workplace. However it is unclear 
whether third space has expansive qualities, which can facilitate HeLs’ learning and 
encourage leadership development.  
Barnett (1999) asserts that, in times characterised by supercomplexity, work has to be 
understood as presenting infinite learning opportunities, with the biggest influence on 
learning at work, being the work itself (Hodkinson, 2008). “How the workplace invites and 
structures individuals’ participation in work shapes the kind and quality of their learning” 
(Billett, 2002a, p. 38).  The quality of the learning experience is heavily dependent on the 
challenge and diversity which is offered by the projects in which employees engage 
(Tempest and Starkey, 2004) as well as the particular interests of individuals and group 
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affiliations in the workplace (Billett, 2002a). As such, the access to learning opportunities 
and inequality in how they are experienced may be limited if the nature of the work is 
repetitive or when the reciprocal relationship of learning from/with others is limited 
(Inkson, Heising and Rousseau, 2001).  
At least three layers of variables impact on the nature of the learning opportunities that are 
potentially afforded within the workplace. These are: 
• Individual context. This includes the characteristics of the individual leader, for 
example their background, their previous learning experiences, the subjects they 
studied, their approach to learning and work and how reflective they are. Fevre, 
Gorard and Rees (2000) suggest that those who engage in non-formal learning 
inside and outside of work are more likely to engage in lifelong learning and have a 
learning identity.  
• Immediate context. This includes the formal characteristics of a leader’s role, for 
example their title, the resources they manage, their reporting line and distance 
from senior management, the qualities and characteristics of the work 
environment,  and the work itself. 
• Wider context.  This includes the nature of the institution in which they are based 
and its specific characteristics, such as its learning culture, whether it is research or 
teaching focused, pre/post-92 HEI, diversity of staff and student body, whether the 
HEI is urban, regional or international. 
However, the concept of ‘context’ is not a simple one. Re-conceptualising context and 
considering its relationship to and impact on learning is currently being explored by Luckin 
(2010) and a number of researchers working with the ‘Ecology of Resources’ model and 
framework, which is influenced by Vygotskian theories about learning. The ways in which 
different types of resources (tools, people, knowledge, skills, environment) can scaffold 
learning in context, the importance of matching available resources to an individual’s needs 
and the ways in which a learner’s environment changes are important in understanding the 
nature of learning opportunities which are afforded.  Luckin’s work has been influential in 
carrying out this research and is discussed in subsequent chapters. 
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3.4 Learning and leadership development 
One of the five propositions of experiential learning offered by Kolb (1984) outlined in 
section 3.2 is that learning is a process of creating knowledge. This research is interested in 
knowledge relating to being a leader. However, before discussing development of 
leadership, it is important to firstly define leadership.  
The concept of leadership 
The approach to leadership adopted in this study recognises the subject model of 
leadership which acknowledges the role of the individual within organisational structures. 
Formal models of leadership focus on institutions and assume that individuals’ behaviours 
reflect their position in the organisational structure rather than their individual qualities 
and experiences (Bush, 2003). However, this simplification underestimates individual 
variables and deals with only one of the twin dimensions of individuals with organisational 
structures (Hoyle, 1986). “Structure is simply a description of what people do and how they 
relate” (Gray, 1982 cited in Bush, 2003, p. 117) and might not capture the richness of 
interactions and relationships forged within a person’s working life which enable them to 
lead. Furthermore, as discussed previously in this chapter, meanings ascribed to situations 
by individuals are products of their values, background and experience, all of which form 
the basis of this research. 
An analysis of definitions of the concept of leadership has led Bush (2003) to identify three 
dimensions of leadership on which many definitions are based. Specifically, the three 
dimensions are: 
• Leadership as influence. There is a process of influence which is purposeful and 
aims to lead to specific outcomes. This process can be exercised by individuals or 
teams. 
• Leadership and values. Any influence is grounded in both personal and professional 
values (self-awareness, emotional, moral capability) in order to facilitate the 
unification of people around these values. 
• Leadership and vision. It is proposed that leaders possessing and articulating a clear 
vision has the potential to transform an educational institution. 
These dimensions have been adopted as a working definition of leadership for the 
purposes of this research. 
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The most notable review and study concerned with leadership in the HE context was 
carried out by Middlehurst (1993) who pointed to a number of unique features within 
institutions which constrain leadership. Amongst these was the structure, the dual 
hierarchy of leadership in the academic and administrative domains with the Vice 
Chancellor being the only individual in both domains. Whilst Shattock (2006) advocates 
context-specific leadership styles, adjusted to disciplinary differences and institutional 
cultures, Ramsden (1998) purports that strong leaders within universities emerge from the 
ranks of academia as they can best understand the disciplines and the academic world. 
Thus, the ‘right of voice’ in leading academic affairs is provided on the basis of membership 
of the academic community (Middlehurst, 1993). Ramsden (1998, p. 123) usefully 
summarises the nature of leadership in HE in the following quote: 
“Academic leadership is both identical to leadership in other organisations and 
idiosyncratic to university environments. It has some special characteristics, chiefly 
related to the values and beliefs espoused by academics and the nature of 
‘academic business’, which is essentially concerned with transformation of people 
and ideas.” 
Leadership as learning 
Senge (2006) introduces the notion of an ‘ecology of leadership’, leaders at different levels 
within a system, all of whom have a particular purpose. Local line leaders translate new 
ideas into actions whilst network leaders spread new ideas and practices internally and 
externally which connect innovative line leaders with one another. Executive leaders 
develop ideas, purpose, values and vision to guide the system as a whole. The 
interdependency between all three types of leaders and the fundamental role which cut 
across all levels of leadership is that of the ‘teacher’ - someone who designs contexts for 
learning and invites people into these. This encapsulates the “spirit of the leader as a 
grower of people” (Senge, 2006, p. 329). 
However, Senge (2006) stresses the need for a true teacher to be a learner first. Literature 
concerned with the concept of the ‘learning organisation’ highlights the need for 
organisations and their leaders to become perpetual learners in order to keep up with the 
different, complex, fast-paced and culturally diverse future (Schein, 2004). The leader is to 
be the lead learner in the learning organisation and “if learning, individual and collective, is 
the central responsibility of leaders, then they must be able to model the learning they 
expect of others” (Elmore, 2000 cited in Fullan, 2001, p. 130). This includes the leader 
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undertaking learning on how best to lead within their context. Furthermore, commitment 
to continued innovation requires faith in the power of learning and that all individuals are 
capable of learning if they are provided with the necessary resources and a safe 
environment which promotes reflection (Ramsden, 1998; Schein, 2004). 
According to Argyris and Schön (1974) the concept of the ‘learning organisation’ is 
problematic due to the implicit theories that managers and leaders hold. These theories 
describe the world as they would like it to be rather than an accurate reflection on its 
current nature and their place and actions within it. As a result, they often do not perceive 
or entirely understand the result of their actions – they develop false theories about their 
experiences. This calls for ‘double-loop’ learning (Argyris and Schön, 1974) which demands 
them to step outside the world they take for granted, which is self-confirmatory, and re-
examine their conceptual frameworks. Double-loop learning is transformational in that it 
facilitates understanding which can alter one’s basic world view and ultimately how one 
relates to it. As such it has the same effect as the acquisition of threshold concepts which 
foster personal growth through the opening up of conceptual gateways and the 
subsequent availability of new possibilities. 
Leadership development 
In considering the vast literature on leadership, this thesis focuses on two specific aspects: 
a) leadership which brings about transformational change and b) the nature of leadership 
which emerges and is evident in liminal environments.  However, it is important to note 
that this thesis is not concerned with the concept of leadership per se - it is predominantly 
interested in the development of leadership. 
Day (2000) usefully summarises research which makes the distinction between leader 
development and leadership development. The former has its roots in the development of 
individuals, who can acquire knowledge, skills, and exhibit behaviours, the development of 
which enhances human capital and enables individuals become better leaders. The latter 
positions leadership as a shared property of a social system, the development of which 
results in expanding the collective capacity of organisational members to engage in 
leadership roles and processes, thus building social capital. Essentially, the difference is one 
of investing and developing the individual learner or investing in the development of 
Senge’s (2006) learning organisation.  
However, Day (2000) also cautions against favouring one approach over the other, and 
states that either approach is incomplete in itself and greater efforts need to be made to 
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bring them together (Day and Harrison, 2007). Although this research is predominantly 
interested in the individual that occupies the role of HeL, Day’s research does highlight the 
importance of context yet again, and not only as a source of learning, as seen in the 
previous sections of this chapter. Instead, the context forms a two-way relationship with 
the individual, enabling a HeL to develop leadership in others and embed it into processes 
with the environment in which they operate.  
Leadership literature which focuses on identity perspectives of development emphasises 
the individual, relational and collective aspects of identity formation (Day and Harrison, 
2007). Shamir and Eilam (2005) reported on research related to the development of 
leadership identity and found that participants’ accounts of their experiences could be 
organised around four major themes in an individual’s life: 
• Leadership development as a natural process, whereby individuals demonstrate 
inherent leadership qualities at an early age 
• Leadership development as a means of overcoming difficulty and challenging 
situations which have transformed individuals 
• Leadership development as  finding a cause, which often combines a personal 
narrative with a collective narrative of a movement, and  
• Leadership development as learning from experience, where development 
emerges from life events which are framed as a series of learning or training 
experiences. 
This research is concerned with the last category, linking leadership identity formation and 
experiential learning. However, these categories are not mutually exclusive and it is 
envisaged that leadership development as a result of learning from experience can 
encompass all of the previous categories. A high level of self-knowledge and self-concept 
clarity enables an individual leader to operate from strong convictions and to find the 
motivation and energy they need to persist in challenging times (Shamir and Eilam, 2005). 
Shifts in leader identity are associated with career pathways and transitions (Day and 
Harrison, 2007; Freedman, 1998; Ibarra, 1999; Ibarra, Kilduff and Tsai, 2005). Although 
employees tend to get promoted on aspects of work they do well and in which they excel, 
when they find themselves in new roles they need to engage with different and 
unprecedented activities with which they are unfamiliar; they are ultimately forced to take 
on the role of a learner (Freedman, 1998).  
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However, HeLs’ career paths differ from those described by Freedman (1998) in that 
instead of moving up their institutional hierarchies, they resemble more of a ‘jungle gym’. 
This metaphor illustrates the limited expectations of moving upwards in a hierarchy in a 
straight-forward and organised manner (Gunz, 1989, cited in Inkson, Heising and Rousseau, 
2001). Nonetheless, literature also suggests that having a mobile career path, such as the 
paths adopted by employees in third space, has the potential to support learning and 
development (Inkson, Heising and Rousseau, 2001). However, depending on whether or 
not those individuals have a learning identity, some may find it more difficult than others to 
engage in new identify formation (Kolb and Kolb, 2009). Readiness to change and to 
commit to a new identity also factors in such development (Anthis and LaVoie, 2006).  
It is useful to note that workplace learning has both an immediate impact, which tends to 
relate to industry awareness and the acquisition of skills, as well as a longer-term career 
impact, which sees the learning in more of a social context through building reputation and 
networks and acquiring contacts that are transferable across organisations (Inkson, Heising 
and Rousseau, 2001). A review of the research on liminal conditions in the workplace has 
highlighted that the majority of this literature considers staff that do not necessarily desire 
to be highly identified with the organisation that they serve nor do they have a 
commitment to it (Browning and McNamee, 2012). Studies focused on temporary agency 
workers (Garsten, 1999), temporary project teams (Newell, Tansley and Wagner, 2008), 
transient networks of staff who come together for specific projects (Tempest and Starkey, 
2004) and internal interim leaders who are acting up in their organisations until a 
permanent leader is identified and employed (Browning and McNamee, 2012; Inkson, 
Heising and Rousseau, 2001). Unlike HeLs, these staff work within the temporal limitations 
of their employment contracts and towards short-term goals rather than longer-term 
strategic planning. As work is project-based, their sense of belonging and commitment is 
built around the project (Tempest and Starkey, 2004). 
In contrast to these studies, working in liminal conditions is only a partial form of 
identification for HeLs. Indeed, thinking beyond categories of origin and initial disciplinary 
affiliations, HeLs work in “these ‘in-between’ spaces…initiate signs of identity, and 
innovative sites of collaboration, and contestations, in the act of defining the idea of 
society itself.” (Bhabha, 1994, p. 2). Setting a longer term vision for the role that learning 
technologies play within learning and teaching, taking institutional approaches towards the 
development of digital literacies for staff and students and influencing the development of 
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an institution’s digital environment, require commitment to an institution, the sharing of 
organisational consciousness, values and beliefs as well as long-term vision.  
 
3.5 Conclusion 
Theories of liminality not only problematise HeL’s professional identities and their 
relationship with their institutional colleagues, they also offer a means of understanding 
how they engage in the deconstruction and re-shaping of personal identities. Becoming a 
leader in the e-learning field is facilitated by the range of theoretical frameworks and tools 
which HeLs have inherited from their previous disciplines and can be called upon to make 
sense of their being. The rich experiences within third space, along with the theories they 
personally hold, provide the potential for both learning and unlearning, which in turn leads 
to the re-examination of identity. Brew (1993) believes that unlearning involves the whole 
self in changing past experiences so as to make new experiences fit together. In accessing 
personal epistemologies and ontologies individuals come to know themselves, transforms 
themselves and in turn, transforms the society/structure in which they find themselves.  
This chapter explored the literature in relation to the two broad categories of features 
which influence workplace learning:  those which relate to pedagogical understandings of 
how individuals learn and develop, and the structure and affordances of the work/learning 
environment (culture, job design, control, work organisation, etc) (Evans et al., 2006). More 
specifically, this chapter discussed the opportunities and challenges posed by experiential 
learning, the significance of self in the learning process, as well as the importance and 
interrelatedness of the workplace context in such learning.  
For the purposes of the thesis and akin to the way in which the concept of learning is 
presented here, leadership development is conceptualised as the re-examination of 
professional identity. More specifically, leadership development is a process grounded in 
workplace experiences which requires leaders to make sense of their interaction within 
their professional contexts. These experiences foster new ways of understanding and 
enacting their role whilst adapting to the world around them. Luckin’s work (Luckin, 2008; 
Luckin, 2010) has been influential in how this thesis takes account of the importance and 
complexity of context. Indeed, the analytical framework adopted by this research and 
outlined in Chapter 4, which covers methodology and methods employed by the research, 
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provides a means for examining third space as a learning environments and documenting 
its expansive and restrictive features.  
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Chapter 4: Methodology and methods 
 
4.1 Introduction 
This chapter examines some of the challenges encountered in researching non-formal 
learning and presents the mixed methodological approach which was adopted to address 
these. The methodology, the methods for sampling and data collection, the multi-layered 
analysis, the ethical considerations and the research are discussed.  
 
4.2 Methodology  
Eraut (2000b) usefully summarises a number of studies which have focused on how leaders 
learn from experience and how they construct and take advantage of learning 
opportunities. However, a key concern in all these studies has been how best to include in 
the data gathering process the essential learning which arises from aspects of work which 
are taken for granted. This is especially important when individuals may not have reflected 
on their role and developed a vocabulary which allows them to express their reflections on 
practice and how they go about further developing their knowledge, skills and abilities. In 
order to address the above challenges and to identify whether the learning opportunities 
that are afforded to HeLs through their leadership role relate to the qualities which they 
wish to develop and exhibit, a mixed methodological approach was employed.  
Firstly, it was important to identify the leadership qualities each participant wished to 
develop. To answer this, the research relied on the use of secondary data collected through 
the Multifactor Leadership Questionnaire (MLQ) developed by Avolio, Bass, and Jung 
(1996) which was used to quantitatively measure leadership behaviours and effectiveness. 
The specific version used was a self-assessment tool, which measured the extent to which 
leaders felt that they exhibited a range of specific leadership behaviours and also asked 
them to disclose how often they would ideally like to be exhibiting those behaviours.  
Often the quality of secondary data is questionable because the purpose of those who 
collect and record the data is different to that of the research focus. However, in this 
instance, the data was collected by the same person and the data itself is of great 
relevance as the thesis builds on a Leadership for Higher Education (LFHE) funded project, 
aspects of which formed the basis of the EdD’s Institutional  Focused Study (IFS) 
 51 
 
(Anagnostopoulou, 2009). As such, the thesis could be considered an extension of the 
previous study.  
The MLQ was offered as a developmental tool to all members of the HeLF community in 
2009 as a means of reflecting on their own practice and considering their further 
professional development. A total of 20 participants completed it and received 
personalised feedback highlighting areas in which they might want to focus their future 
development. As a significant period of time had elapsed between the time the 
questionnaire was administered to HeLs and the timing of the interviews, it was deemed 
that, either consciously or not, HeLs would have probably developed within their roles. 
Secondly, in order to identify the precise nature of the development HeLs had undertaken 
through non-formal learning (if any) and consider the opportunities which were available 
to them through their work, a qualitative approach was adopted. It is acknowledged that 
learning and developing are highly personal and subjective activities, as are the ways in 
which individuals experience and react to their environments, and the opportunities and 
constraints these afford.  Furthermore, Eraut (2004) highlights three further difficulties 
associated with researching non-formal learning: 
• Certain types of learning are unlikely to be consciously recalled unless they were 
associated with a dramatic outcome – this is not always the case within a 
workplace setting.  
• There is a gap between the espoused theories to which one has an intellectual and 
emotional commitment and which provide a professional conscience, and the 
theories in use that may be developed based on experiences of similar situations. 
• Discourse in the workplace tends to provide defensible accounts of individuals’ 
actions rather than on accurate description of the actions which have been 
undertaken. 
This research did not seek to explain, but to describe and understand how individuals in the 
unique position of HeL derive and ascribe meaning to their experiences. As such, a 
phenomenological approach was employed. This enabled the re-telling and the 
interpretation of their lived experience of work.  Rich accounts of actions and context 
(personal and professional) provided not only a means for understanding how each 
participant experienced the concept of third space working, but also the way in which they 
engaged in work which provided opportunities for personal growth and transformation. 
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True to phenomenological enquiry, a small number of in-depth, semi-structured interviews 
focused on eliciting descriptions of previous experiences, personal feelings and reflections 
associated with transformational learning in the workplace. These interviews facilitated 
‘purposeful conversations’ (Frey and Oishi, 1995) with the research participants, and 
enabled the co-creation of meaning in relation to the topic at hand, rather than purely 
viewing participants as sources of data. However, the unique and varied nature of the 
responses provided by participants required a rigorous analytical framework in order to 
make sense of the data across participant cases. 
It is acknowledged that a mixed methods approach to research requires more time and 
effort (Teddlie and Tashakkori, 2003) as the analysis of the first phase of the research 
assists in the initiation and development of subsequent phases (Greene et al, 1989, cited in 
Teddlie and Tashakkori, 2003, p. 16). In this instance, the MLQ informed the design of the 
interview schedule and aspects of the MLQ have been used in the data collection process 
itself. Asking participants to consider their responses from their MLQ in 2009 and reflect on 
their development to date enabled participants to tap into a pre-existing vocabulary, one 
which they had used previously to reflect on their practice. Despite the fact that it has been 
a few years since participants completed the MLQ, it also provided a broad understanding 
about the topics which were of interest to the current research and therefore enabled 
them to feel more comfortable about the data collection process and also assisted them in 
framing their answers around issues related to personal and career development.  
Phenomenology advocates that a person and their environment are inextricably linked. A 
person is in-the-world, and therefore exists within space and time. Therefore, it was 
important to consider the interplay between the notional cultural, intellectual and 
ideological third space and the physicality of participants’ spaces, so as to further 
understand the learning environment in which leadership development takes place. The 
Ecology of Resources (Luckin, 2008) theoretical framework was used to provide this 
additional lens through which to supplement the interpretation of the data. This 
framework acknowledges the centrality of the learner and enables the examination of 
environmental factors as well as the learner’s personal attributes and circumstances. 
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4.3 Methods 
Sample 
In order to address the research question and sub-question, it was important to not only 
consider whether third space working practices afforded learning opportunities, but also to 
identify whether these opportunities fostered leadership development. To effectively 
examine this, some knowledge about how a leader might generally develop within their 
role was required, as was an understanding about the nature of leadership exercised by 
third space professionals. Consequently, the previously completed MLQ provided a useful 
contextual basis from which to examine leadership development, precisely because it 
provided a list of qualities which were desirable for HeLs to develop as leaders. It also 
offered a previously-acquired and commonly-understood vocabulary, with which 
participants could express reflections on practice and, along with the researcher, explore 
the affordances of third space, thus alleviating some of Eraut’s (2000b) previously 
discussed concerns. As such, it was deemed appropriate to draw participants from the pool 
of HeLs who had completed the MLQ originally, as it provided a means for focusing on 
learning opportunities which afforded leadership development.   
Therefore, participants were drawn from the sample of 20 HeLs who had completed the 
MLQ. Of the 20 potential participants, only 11 were eligible to take part in the study. The 
remaining nine were either no longer members of HeLF, no longer in post as HeLs or were 
on long term leave (for example, maternity leave). An email was sent to all eligible 
participants inviting them to take part in the research (appendix 1). Of the 11 potential 
participants, nine participants responded to the invitation and formed a self-selecting 
sample. All respondents were interviewed. 
The intention of this research was to provide a detailed, specific analysis of the lived 
experience of a sample of HeLs who work in this area; it was not to seek out a 
representative sample of all HeLs working in UK higher education. Nevertheless, the 
sampling strategy provided a balanced sample of participants, which is broadly in line with 
the membership of HeLF (Anagnostopoulou, 2009). The participant sample had the 
following characteristics: 
• Four male, five female participants 
• All participants were between 40-59 years of age.  
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• Five participants were based in research intensive institutions and four in teaching 
focused institutions. 
• Geographically, five participants were based in the north of England, three in the 
south and one in Wales. 
• All participants have been in their current post for a substantial period of time 
(min=2 years, max=12 years), but tended to have worked in their institution for 
longer periods in a number of different roles or roles which have evolved into the 
ones they have now (min=7 years, max=20 years). 
• Three participants had ‘Head’ in their job title, three had ‘Officer’, two had 
‘Manager’ and one was a ‘Co-ordinator’. This information is contextually helpful as 
job titles can denote levels of seniority and authority within an institution. 
• Participants have entered the field of e-learning after having studied a range of 
different disciplines including law, economics and geography. This information is 
contextually helpful as conceptions of learning formed within the study of a 
discipline can influence the leadership of the enhancement of learning 
(Anagnostopoulou, 2009). 
 
During the analysis, all participants were allocated pseudonyms to preserve their 
anonymity and confidentiality. Additionally, institutional names were not used in the 
thesis. Instead, references are made to particular defining characteristics of institutions in 
order to provide partial contextual information. These include size, geographic location and 
whether they are research or teaching focused.  
Below, table 2 outlines the information held about the sample of participants. 
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Name 
(pseudonym) 
Sex Age 
group 
Job title HEI 
focus 
Years 
at 
HEI 
Years 
in 
current 
post 
Original discipline 
studied 
Cloe Female 40-49 Head 
 
Research  12 2 Geography 
Nishi Female 50-59 Assistant 
Head 
Teaching  20 5 Social sciences 
Patak Male 40-49 Head Research 7 6 Agricultural 
management 
Andrea Female 40-49 Manager 
 
Research 12 8 Economics 
Helen Female 50-59 Senior 
Officer 
Research 12 8 (not disclosed) 
Ingrid Female 40-49 Senior 
Advisor 
Teaching 12 12 Law 
Clark Male 40-49 Senior 
Officer 
Teaching 7 7 Computing 
Drake Male 40-49 Manager 
 
Teaching 8 6 Interdisciplinary  
Roman Male 50-59 Co-
ordinator 
Research 10 5 Business Information 
Systems/Computing 
Table 2: Participant sample 
 
Data collection  
The mixed methodological approach to answering the research question and sub-question 
relied on the acquisition of both quantitative and qualitative data.  
Quantitative data 
This quantitative data had been collected in 2009 as part of the LFHE project. It is important 
to note that permission was sought through the initial consent forms to reuse the data at a 
later date for the purposes of the thesis.   
Of particular interest to this research were the areas which were highlighted as points for 
further development for each of the participants. The areas were highlighted because 
participants had either rated specific items as their least frequent behaviours in the 
relation to transformational leadership styles or there was a great difference between their 
perceived actual and desired performance. Ultimately, they provided information about 
each participant’s self-identified areas of focus for professional development and 
functioned as a platform from which to enquire into HeLs’ experiences of working in third 
space.  As part of the qualitative data collection, participants were asked to reflect and 
comment on these. 
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Qualitative data 
Informed by the quantitative data derived from the MLQ and so as to answer the research 
question and sub-question outlined in Chapter 1, semi-structured interviews were 
conducted which specifically enquired about: 
• The nature of non-formal learning opportunities which were available to leaders. 
• The importance of context and its resources in affording transformational learning 
opportunities. 
• Leaders’ levels of intentionality in engaging with non-formal learning. 
• The areas which were highlighted as points for further development by the MLQ. 
• Other relevant topics which arose from the literature review in relation to 
liminality, conditions in the workplace and in relation to learning from experience.  
All interviews were conducted over a two month period (March-April 2013) and due to the 
geographically dispersed location of participants, interviews were carried out remotely 
using web-conferencing software (Skype). On average, interviews lasted approx. 50 
minutes (min = 40 minutes, max = 71 minutes). Consistent with findings from Frey and 
Oishi (1995) about interviews conducted remotely, these interviews appear to be 
noticeably shorter in length than if the interviews had been conducted face-to-face. 
Nevertheless, the data acquired in this manner is equally rich and this is evidenced in this 
research by the number of emerging themes from each interview. It is also noteworthy that 
HeLs are accustomed to working with technologies to mediate communications and as such 
the technology used did not hinder the process; all participants had experience of using 
Skype. 
The interviews were recorded using additional software (Pamela) which automatically 
generated audio files in MP3 format. Each audio file was professionally transcribed 
verbatim and then imported into NVivo to carry out the analysis of the data.  
A pilot interview was conducted with one of the participants (Cloe). This resulted in a 
number of enhancements that were incorporated into the final interview schedule, which 
was used for the remaining eight interviews. Enhancements included: 
• Making more explicit references to participants’ MLQ data. Participants were 
reminded of areas which were highlighted as potential points for development via 
the MLQ in 2009. Participants were asked to reflect and comment on them as part 
of the interview process. As a tool the MLQ data  provided participants  with a 
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familiar starting point and a baseline vocabulary from which to explore non-formal 
learning opportunities in the work place. 
• Refining the questions to specifically enquire about one or two (maximum) specific 
projects, events or experiences in greater depth. This yielded richer details about 
the lived experience of participants than if they talked about the entirety of their 
work or role in more general terms. 
• Identifying the core questions to be asked, with the remainder of the questions 
being used as prompts to probe further into experiences which are described by 
participants. 
The final interview schedule used for the research is available in appendix 3. 
Data analysis 
The table below summarises the data collection methods discussed in the previous section, 
the number of research participants involved in each stage of the research and the data 
which was derived from each method. A multi-layered analytical approach was employed 
and this is discussed in greater detail in this next section. 
 
Data 
collection 
methods 
Participant 
sample 
Data yielded Analysis 
MLQ 20 
participants 
Self-perceptions of 
exhibited leadership 
behaviours and which 
ones should/could be 
improved 
 
Quantitative analysis 
(identification of potential areas 
for participants’ personal 
development) 
Cross-reference 
findings from 
MLQ and 
interviews to 
identify whether 
perceived 
developmental 
needs had been 
addressed, 
highlighting the 
specific 
affordances of 
third space. 
Interviews 9 
participants  
Informed by the 
analysis of MLQ data 
the interviews 
provide in-depth 
views of engagement 
with non-formal 
learning  and the 
transformational 
opportunities which 
arise within a leader’s 
role 
 
Qualitative analysis, 
phenomenological approach 
(identification of the essence of 
non-formal learning in the 
workplace) 
Qualitative analysis,  - symbolic 
interpretative approach 
(identification and mapping of 
transformational learning 
experiences) 
Qualitative analysis, application 
of select EoR framework 
principles (identifying the 
relationship between resources 
and participant interactions in 
transformational learning) 
Table 3: Summary of research methods 
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Qualitative data 
The qualitative data was analysed using principles drawn from three approaches: 
 
a. Phenomenological approach 
A phenomenological approach which will provide a rich description of the 
phenomena of the learning opportunities afforded through a leadership role. The 
analysis procedure followed the modified Stevick-Colaizzi-Keen method and was 
informed by publications by Moustakas (1994) and Smith and Osborn (2008) on 
phenomenological approaches to analysing data. Briefly this comprised of the 
following stages:  
 
• Horizontalisation 
From the verbatim transcripts the topic of ‘learning’ was ‘bracketed’ and 
significant, meaningful and invariant constituents (‘horizons’) were identified for 
each participant. Each statement was treated as having equal value during this 
stage of the analysis. For illustrative purposes an example is provided: 
Example 
Cloe’s (case 1) account of learning in the workplace she highlights a number of 
individuals as a source of validation. This is exemplified in a number of 
statements including:  
 
 “So I used that kind of development…just having, of course, um Mr. X from 
[another university] is a tutor on that particular module. So, um you know, I 
was able to run our strategy past somebody who is extremely well respected 
and senior at [other university], and that was very helpful.” 
 
As such, ‘others as a source of validation’ in relation to learning was identified 
as a horizon. 
 
• Thematisation 
The identified horizons were clustered into sets of themes and sub-themes. The 
number of emerging themes from each transcript reflected the richness of each 
interview. As new themes and subthemes emerged during the coding of later 
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transcripts these were taken back to the raw transcript data for each participant to 
determine whether they were also present in the first transcripts to be analysed. 
This recoding resulted in a comprehensive coded dataset for each theme. 
 
Example 
A number of horizons relating to others in relation to learning undertaken 
by participants were identified. These included: others validating learning, 
others validating work and feelings about issues at work, others as role 
models, others as a means of differentiation, others as a source of 
knowledge/information, others as enablers and others as consumers. 
These horizons were clustered into the sub-theme ‘the role of others’ in 
learning. This sub-theme along with the sub-themes of ‘access to others’, 
‘recognition of the importance of others’ and ‘others as a source of 
marginality or inferiority’ make up the theme of ‘Others’. This is illustrated 
in the figure below: 
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Horizons 
 
Sub-themes 
 
Theme 
Others validate learning 
 
The role of 
others 
 
  
Others validate work and feelings about issues at work 
 
  
Others as role models 
 
  
Others as a means of differentiation 
 
  
Others as a source of knowledge/information (experts in their own right)   
Others as an enabler (i.e. source of authority, a source of clarity, someone to 
delegate to, someone to reflect with, etc)   
Others as a constraint/filter   
Others as consumers   
  
  
  
….. 
 
Access to others   
  
 
Others 
….. Recognition of 
importance of 
others   
  
 
  
….. 
Others as a 
source of 
marginality or 
inferiority   
  
  
  
          
Figure 1: Example of horizontalisation and thematisation 
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• Synthesis 
Each participant’s analysed transcript was written up as a case study which 
comprised two halves: 
o A description of the textures (nature and focus) of the experience 
of ‘learning’ being discussed 
o A description of the structures of the experience of ‘learning’ (a 
description of how feelings and thoughts connected with each of 
the topics are aroused or evoked and the conditions that must 
exist for something to appear).  
Examples of the synthesis activity and the results for each participant case are 
available in appendix 4. 
 
• Composite description 
The within-case analysis above was complemented by an across-case composite 
textural-structural description of the meaning and essence of ‘learning’. This 
represented the views of the entire group of participants and is presented in 
chapter 5, and offers an answer to the research question. Appendix 5 provides the 
composite description in table format. 
 
b. Symbolic, interpretative approach (identification and mapping of transformational 
learning) 
In considering the liminal qualities of learning, each of the projects, events and 
learning experiences described by participants as transformational were 
deconstructed and participants’ actions were mapped against the tri-partite 
structure of tribal ritual processes as identified by Turner (1969). The mapping 
clearly identified participants’ actions related to pre-liminal (separation), liminal 
and post-liminal (re-aggregation) phases of non-formal learning experiences. It 
provided an understanding of participants’ surroundings and symbols, how they 
interpreted them, the actions they took and the re-actions they had in relation to 
them. This approach also confirmed assumptions around the suitability of the 
theoretical framework underlying the research and most importantly, created small 
enough units of study through which the context of third space resources, 
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affordances and dependencies could be considered further. As a result, a notional 
timeline of the learning process was also generated.  
 
Appendix 6 provides the results of the analysis for each participant. For illustrative 
purposes, however,  the table below presents the mapping of one of Nishi’s (case 
2) transformative learning experiences. In her account, she describes how she was 
involved in a management away day on entrepreneurialism, the conditions which 
were present, how it differed from her usual modus operandi and how she was 
transformed as an individual and as a leader in her field.  
 
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal) 
The focus of the away day was a new 
topic that did not fall within her remit 
(departing from her managerial role, 
area of expertise)  
 
Separation from her service and team so 
as to prepare to participate in away day 
 
Physically removed from her usual 
environment  
Communitas – participating/working 
with colleagues across HEI, she holds no 
formal authority  
 
Reconsidering existing frameworks 
* Definitions – she is co-creating a 
common vocabulary with other awayday 
participants 
* New knowledge is combined with 
existing understanding 
 
Achieving consensus – negotiating and 
accepting views, beliefs, values of group 
 
Performing and proving own worth  
 
Enhanced status: 
*  Value – increased self-confidence, 
overcoming imposter syndrome, greater 
self-awareness (is too hard on herself) 
 
* Visibility – knowing the Deputy Vice 
Chancellor (DVC)  better,  the DVC has 
an increased awareness of Nishi’s 
abilities  
 
* Acceptance/approval – future 
prospect of increased responsibility is 
evident 
Table 4: Example of a mapped transformational learning experience (Nishi, case 2) 
 
It is important to note that the pilot interview did not generate strong examples of 
a ‘ritual’ nature (descriptions of learning experiences were not detailed enough), 
but it was included in the analysis as it provided a rich outline of a diverse range of 
non-formal learning opportunities and information relevant to the resources 
available for learning within third space environments. 
 
c. Ecology of Resources (EoR) framework 
Finally, the transformational learning experiences were further examined using 
principles drawn from the Ecology of Resources framework. This enabled the 
consideration of specific issues related to third space working in relation to 
transformational learning in greater detail. Whereas the phenomenological 
approach enabled the consideration of the phenomenon of non-formal learning 
within a particular context as described by participants, the EoR framework placed 
the participant firmly at the centre of the context and specifically focused on 
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transformational learning experiences in an attempt to understand them further. 
Thus, an exploration of the interrelation between the resources and the 
interactions of the learner was made possible.  
 
This part of the analysis was informed by Luckin (2010) and the documented work 
of the network of fellow researchers using this method, which was established in 
2011. More specifically, the research drew on relevant aspects of the first two of 
the three phases of the EoR framework. Phase three was not deemed relevant in 
this study as it is primarily concerned with scaffolding new, more effective learning 
experiences for the participants in the future; this is outside the scope of this 
research project.   
 
The following analysis was conducted whilst drawing on the methodology offered 
by the EoR framework:  
 
• Phase 1: Forms of Assistance 
o By employing the EoR framework, it was acknowledged that the 
various resources which were available in participants’ work 
environments could have acted as potential support structures for 
participants' transformational learning. Focus was placed on the 
participants’ accounts of their environments and the people, tools 
and subject matter with which they interacted. These resources 
were identified as their potential ‘forms of assistance’.  
o Participants also brought with them their own set of resources 
(their knowledge and skills, for example) into third space. Focus 
was placed on the participants’ accounts of their personal 
resources and these were identified and classified under the 
following categories: cognitive, motivational, physical, psychosocial 
and affective/emotional factors. 
o It is noteworthy that some of these resources also acted as filters 
which influenced, enabled or hindered transformational learning 
from taking place. These filters were identified for each participant.  
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So, in relation to Nishi’s (case 2) transformational experience described 
above in table 5 the following resources were identified as being available 
to her from her environment: 
 
Knowledge Knowledge specifically derived from people and resources in the 
environment (outlined below), knowledge of Nishi’s enhanced status (as a 
result of the away day). 
 
Environment Internal: HEI (post-92, teaching focus, large, 25,000 students, wants to 
appear non-managerial), Library Services (service in which she is based) 
 
External: HE sector, definitions, practices at other HEIs. 
 
People DVC,away day participants/ peers (other Assistant Head), Associate 
Deans, her line manager. 
 
Tools Organisational hierarchies, away day, specified duration/time, format of 
away day, entrepreneurialism, internet access, institutional and project 
websites, notes, observation, strategy, institutional goals, evidence, risk 
assessments. 
 
Table 5: Nishi’s environmental resources 
 
And these were resources which she brought with her into third space: 
 
Cognitive 
(knowledge and 
skills) 
Nishi’s existing knowledge about herself (capabilities, knowledge, skills, 
etc), about her HEI, about how to learn new things quickly, knowing how 
to find and access external resources, experience of researching, 
facilitating/participating/leading away days and group work, experience of 
teaching, existing understanding of imposter syndrome, note taking, 
leading agendas/discussions. 
 
Motivation High level of personal interest in proving professional worth to superiors, 
continuously seeks change. 
 
Physical Vocal/oral, active. 
 
Affective 
factors/emotions 
Effort (high degree of perceived difficulty), isolated, wary, stressed, 
scared/terrified, struggling, relief, reassurance, contentment, positivity, 
desire to achieve. 
 
Psychosocial Takes and appreciative and evidence-based approach , calculates risks, is 
reflective, goal oriented, autonomous, has drive, puts in effort, likes 
challenges, asks questions, comfortable, confident, relies on intuition. 
Table 6: Nishi's personal resources 
 
• Phase 2: Relationships 
o All of the above mentioned resources were set and presented 
against the notional timeline of the transformational learning 
 65 
 
experience, as identified in the previous stages of analysis. The 
mappings imply both duration and sequence. However, duration 
varied depending on the experiences described. Some mappings 
represent a single day whilst others refer to projects which can 
span years.  
 
Each resource and filter was considered and categorised as having 
been available and/or instrumental during one or more of the pre-
liminal, liminal and post-liminal phases of the learning process. 
Both positive and negative relationships were considered so as to 
create a comprehensive picture of the ecology in which 
participants work and learn.  
 
As such, the mappings took on the following form: the coloured 
areas denote the filters which enable or hinder access to 
contextual resources. 
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Figure 2: Nishi's transformational experience in context 
Cognitive 
(knowledge and 
skills)
Nishi’s existing knowledge about 
herself (capabilities, knowledge, skills, 
etc), about her HEI, about how to learn 
new things quickly, knowing how to find 
and access external resources, 
experience of researching
Nishi’s existing knowledge about 
facilitating/participating/leading away 
days and group work, experience of 
teaching, existing understanding of 
imposter syndrome, note taking, 
leading agendas/discussions
Motivation
Physical
Effort (high degree of perceived 
difficulty), isolated
Wary, stressed, scared/terrified, 
struggling
Relief, reassurance, contentment, 
positivity
Relies on intuition
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
The focus of the away day was a new 
topic that did not fall within her remit 
(departing from her managerial role, 
area of expertise) 
Separation from her service and team 
so as to prepare to participate in away 
day
Physically removed from her usual 
environment (inferred)
Communitas – participating/working 
with colleagues across HEI, she holds 
no formal authority 
Reconsidering existing frameworks
* Definitions – co-creating a common 
vocabulary
* New knowledge combined with 
existing understanding
Achieving consensus – negotiating and 
accepting views, beliefs, values of 
group
Performing and proving own worth 
Enhanced status:
*  Value – increased self-confidence, 
overcoming imposter syndrome, 
greater self-awareness (is hard on self)
* Visibility – knowing the DVC better, 
DVC has an increased awareness of 
Nishi’s abilities 
* Acceptance/approval - prospect of 
increased responsibility
DVC’s opinion of Nishi/recognition of 
expertise, invitation to participate 
(access), place in organisational 
hierarchy/formal status (middle 
manager)
Relationships, accessibility, group 
rules/dynamics, existing knowledge of 
individuals, existing culture(s),  having 
'no right of voice' (due to being non-
academic), feelings associated with 
being under scrutiny
Knowledge Enhanced status (value and visibility)
People DVC
DVC, peers (other Assistant Head), 
Associate Deans, her line manager
DVC, her line manager
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
Ex
te
rn
al
 re
so
ur
ce
s
Filters
Filters
Affective 
factors/emotions
Desire to achieve
Prevailing models of self-assessment, personal success criteria, level of value 
placed on the opinion of others
All of Nishi’s resources strongly influence/filter interactions with other resources
Psychosocial Takes and appreciative and evidence-based approach , calculates risks, is 
reflective, goal oriented, autonomous, has drive, puts in effort, likes challenges, 
asks questions
Comfortable, confident
High level of personal interest in proving professional worth to superiors, continuously seeks change
Vocal/oral, active
Opinion of DVC, prevailing models of assessment/ evaluation of individual and 
team performance and capability
Willingness of others to share information, availability  and accessibility of 
information, time to prepare/learn something new within existing time 
constraints, strategies for learning from others
External: HE sector, definitions, practices at other HEIs
Environment
Strategy, institutional goals, evidence, risk assessments
Internal: HEI (post-92, teaching focus, large with 25,000 students, wants to appear non-managerial), Library Services 
(service in which she is based)
Tools
Organisational hierarchies, away day, specified duration/time, format of away 
day, entrepreneurialism, internet access, institutional and project websites, 
notes, observation
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o Finally, the typology relationship that the participant has with their 
context was considered. Of particular interest was the self-
perception of each participant in relation to the transformational 
learning which occurs in third space. It was evident in their 
accounts that some participants felt that they were undergoing a 
personal transformational journey themselves; whilst others 
perceived that they were facilitating the transformational learning 
of others in third space. As such, resources and filters were used 
differently depending on the type of relationships participants had 
within third space working.  
 
Appendix 6 provides the results of this analysis for each participant.  
 
Quantitative data 
The quantitative data collected via the MLQ was computer-analysed by the company who 
administered the questionnaire. Although the results of each participant’s MLQ were used 
to inform the research, only a descriptive statistical analysis was undertaken. This was 
sufficient due to the nature of the research question and sub-question, which enquired 
simply as to whether any potential third space learning opportunities corresponded with 
perceived developmental needs. A list of all the areas which participants identified as 
potential areas for development is available in appendix 7.  
In order to address the research question and sub-question, the final step of the analysis 
involved cross referencing whether each HeL’s  perceived developmental needs identified 
via the MLQ had been addressed (or not) by the non-formal opportunities which arose in 
the workplace.  Whether the learning experiences were facilitated or hindered by their 
particular contexts was considered within each participant case as well as across all 
participant cases.  
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4.4 Ethical considerations 
This research was subject to the British Educational Research Association (2012) revised 
guidelines for educational research,  and ethical approval from the Institute of Education 
was sought and received.  
Interestingly, in their interviews, all participants disclosed that they were aware of the 
findings of the LFHE and IFS research projects. They referred back to these projects in their 
accounts, often highlighting how they had investigated some of the findings further, taken 
up some of the recommendations or noted that they had reflected on how they positioned 
themselves in relation to the findings. Indeed it appeared that the feedback loops 
established in the previous research had provided the motivation for participants to come 
forward for this latest research. Participants were keen to contribute to the greater 
understanding of their role and future development of their professional work in UK higher 
education and they felt that this was one of the ways in which they could do this. Having 
led the previous projects, it was felt that I was a trusted member of the community not 
only because I am an elected representative on the HeLF Steering Group, but also because I 
had achieved very good rapport very quickly with each of my participants due to my 
previous research and professional conduct. As such, participants were content in 
disclosing confidential information and expressing views which could be deemed 
professionally controversial.  
No particular issues with regard to power relationships arose during this study. However, 
being a member of the HeLF community comes with its own set of researcher-practitioner 
difficulties. Interviewing skills can give researchers an advantage and participants could 
possibly feel manipulated in disclosing too much information (Ball, 1991), especially if 
participants consider the researcher to be a colleague or friend. As an insider there was 
also the inherent risk of exploitation and betrayal (Griffiths, 1998) and information 
disclosed could potentially be disadvantageous to the participants in any future 
competitive recruitment scenarios. Hence it was important to provide clarification of my 
role and reflect regularly upon my ethical conduct. Only essential information was collected 
with consent, securely stored, and anonymised to maintain confidentiality. In the spirit of 
reciprocity, findings will be presented back to participants during the 2013/14 programme 
of HeLF events. 
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4.5 Conclusion 
This chapter outlined and discussed the choices made in designing the research in order to 
answer the research question and sub-question outlined in Chapter 1, whilst addressing the 
challenges identified by other researchers in relation to non-formal learning (Eraut, 2000b). 
Although the research was predominantly phenomenological in nature, it relied on 
secondary, quantitative data in order to identify the leadership behaviours participants 
wished to develop. Thus a mixed methodology was employed which also drew on symbolic, 
interpretative approaches (Turner, 1969) and the Vygotskian-based Ecology of Resources 
framework (Luckin, 2008; Luckin, 2010) to analyse the data derived from nine in-depth 
interviews with HeLs from UK higher education institutions. This unique combination of 
approaches not only provided an understanding of the lived experience of non-formal 
learning through leadership, but enabled the research to focus on transformative learning 
experiences, whilst confirming the appropriateness of the conceptual framework. The 
following chapters present the results of the analysis (Chapter 5) and discuss the 
implications of the research findings in relation to the literature (Chapter 6). 
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Chapter 5: Learning in third space 
 
5.1 Introduction 
The purpose of phenomenological research is to describe the participants' lived experience 
of phenomena, in this case the phenomenon of non-formal learning in third space 
workplaces. This chapter presents an in-depth exploration of this phenomenon, as derived 
using the analytical framework detailed previously in Chapter 4. 
 
Several themes arose from the analysis (appendix 5), although not all are included in this 
chapter due to the constraints of the size of the EdD thesis. This chapter presents the key 
themes which emerged and which most contributed to answering the research question 
and sub-question.   
Research question: 
• What is the nature of the learning opportunities that are afforded to Heads of e-
learning through their leadership role in UK HEIs? 
Sub-question: 
• How does this relate to the behaviours leaders wish to develop and exhibit, 
especially in a period of rapid change? 
It is important to note that in presenting the various aspects of the phenomenon that these 
do not exist independently, but for the purpose of the thesis they are presented under 
separate headings as constituent parts which make up the whole of the phenomenon.  
 
5.2 Learning experiences in third space 
As discussed in Chapter 3, learning can add to one’s existing conceptual framework through 
the enhancement and refinement of existing skills or the acquisition of new knowledge 
which complements established ways of thinking and being. In this chapter this kind of 
learning is referred to as ‘transactional learning’.  Conversely, ‘transformational learning’ 
here refers to the process of altering one’s frame of reference, the re-shaping of the 
learner through the production of a paradigm shift; it permanently alters the ways in which 
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one understands the world around them and affects their subsequent experiences of life 
(Kolb, 1984; Mezirow, 1997).  
It was the identification of the transformational learning experiences in third space and the 
analysis of these which were of primary concern in this research. As such, this chapter 
focuses almost exclusively on transformational learning. However, the research has found 
that the participation and leadership of HeLs in third space can provide them with a rich 
context that affords both transactional and transformational learning experiences. Both of 
these are discussed in the following two sub-sections, although transactional learning is 
only briefly covered. 
Transactional learning experiences 
In the interviews, participants were not asked about transactional learning experiences per 
se. Indeed, the interview questions (available in appendix 3) were designed to assist 
participants in considering the lasting changes and transformations they had made in their 
work and significant learning that they had done on the job. Nonetheless, some 
participants disclosed a number of things they had learned and skills they had acquired, 
which added to their existing conceptual frameworks. These served to re-enforce and 
refine their leadership knowledge and skills, and ultimately led to the affirmation of these 
as valid, thus resulting in increased confidence within the role.   
Participants’ accounts of transactional learning were not detailed, and were offered only 
symptomatically, but it is worth noting that the topics of learning ranged significantly. They 
included a greater, more sophisticated understanding of: 
• People management techniques and skills 
• Aspects of the university (such as, academic life, cultures and governance 
structures) 
• Coaching and mentoring approaches 
• Teaching practices and pedagogy 
• Change management theories and skills 
• Project management (from bidding for funds through to implementation, including 
finances) 
• Existing knowledge in general (not specified) 
• The importance of linking one’s own work back to institutional priorities. 
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Participants disclosed that the need for greater skills and knowledge in these areas was 
facilitated or triggered by: 
• Changes in technology 
• Exposure to the wider institutional context: third space 
• Formal courses and accreditation, often supported by HEI in terms of time and 
funding 
• Teaching, exposure to academic practice and students 
• Putting own research and/or existing knowledge into practice 
• Trial and error (space to get things wrong, working in a safe environment) 
• Changes in the HE landscape and the need to understand them 
• Consciously and actively seeking self-development opportunities. 
The transactional learning topics were learned through a variety of means including from 
more knowledgeable individuals, information on the web, formal courses and networking. 
These all contribute to the ever-increasing repertoire of information and knowledge on 
which HeLs base their work, advice and decision making, as exemplified in the following 
quote: 
“… there are five of us.  Learning Technologists… and they have different areas of 
interest and expertise.  So we chat.  Talk to them.  I sign up for free webinars and 
things just to get an overview of some things.  Reading…keeping on mailing lists 
and things like that that might be of interest.  Trying to find the time to do things 
like take part in the MOOCs.  Various things that are going on… so for example I’ve 
got one colleague who’s really, um, out at the leading edge of technology….and  is 
very enthusiastic and  tries all the different things…. he’s my sort of litmus test for 
what’s coming… I have a chat to him every now and again and I become aware of 
things.  That might not have crossed my radar….things like, you know, one who’s 
specialising in online assessment, and we’re doing online marking and things like 
that…keep an overview of how these things are linking together and make those 
connections…”(Ingrid) 
Notably, the lack of time to engage with such things and lack of funding for conferences 
and formal courses was seen as a barrier to this type of learning. 
 73 
 
Transformational learning experiences  
The analysis indicated that the majority of participants (7 out of 9) engaged in activities 
that resulted in personal learning of a transformative nature, whilst a number of them also 
disclosed (but were not specifically asked about) that they facilitated the transformative 
learning of others engaged in third space activities (4 of 9). Notably: 
• One participant (Patak) did not personally undertake transformative learning, 
but did facilitate the transformative learning of others. Interestingly, it was all 
of the male participants who disclosed accounts of facilitating the learning of 
others and also demonstrated high levels of civic virtue and organisational 
citizenship. This particular result will be discussed in Chapter 6. 
• Only one participant (Ingrid) neither undertook nor facilitated transformational 
learning; this was not due to the unavailability of opportunities, but her lack of 
willingness to engage with them. Her particular case is discussed later in 
section 5.7. 
• Three participants disclosed more than one personally transformative learning 
experience (Nishi, Helen, Cloe).  
According to Eraut and Hirsh (2007) workplace learning can result in doing things better, 
doing things differently or doing different things. Interestingly, participants who did not 
disclose undertaking any personally transformative learning also did not identify any lasting 
changes in their practice as leaders over the last year or so.  Lasting changes described by 
participants did not include any in relation to refining their skills and doing things better. 
Instead, they talked about transforming their practice through ensuring the involvement of 
the ‘right’ people, remaining neutral, or, for example, letting go of operational elements of 
the role. However, it is noteworthy that the research did not seek to understand any causal 
relationships between particular transformational learning experiences and the type of 
changes in practice they may bring about; instead the research more generally explored 
how leaders develop through non-formal learning in the workplace. Furthermore, this 
finding does not mean that changes in practice had not been made as a result of engaging 
in transactional learning experiences or other experiences which were not disclosed as part 
of the interview.  
The table below summarises whether participants undertook or facilitated 
transformational learning and outlines the number of transformational learning 
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experiences which were described and analysed for each participant. The final column 
indicates whether their experiences resulted in a lasting change in their leadership practice.  
 
 Participants 
undertook 
transformational 
learning 
Participants 
facilitated 
transformational 
learning of others 
Number of 
transformational 
experiences described  
Lasting change in 
leadership practice 
disclosed 
Case 1: Cloe X - Many (pilot interview) X 
Case 2: Nishi X - 2 X 
Case 3: Patak - X 1 - 
Case 4: Roman X X 1 X 
Case 5: Clark X X 1 X 
Case 6: Drake X X 1 X 
Case 7: Helen X - 2 X 
Case 8:Ingrid - - 0 - 
Case 9: Andrea X - 1 X 
Table 7: Transformational learning experiences per participant 
 
Participant accounts illustrated how third space working practices presented a rich learning 
environment for HeLs and afforded a multitude of transformational learning opportunities, 
often arising from work that was relatively routine in HE and not specifically designed to 
offer such experiences. Interestingly, this work did not relate to changes in technology, but 
did include: 
• Attendance at and participation in meetings and away days (Nishi, Roman) 
• Implementation of a new workshop format as a means of engaging with staff 
(Clark) 
• Leadership of successful projects in third space (Andrea) 
• Development of new institutional policies and strategies (Drake, Cloe) 
• ‘Picking up the pieces’ – dealing with work that should or could have been 
done by others (Helen, Cloe ) 
• Organisational restructure (Nishi, Helen). 
Whilst HeLs who facilitated the transformation of others did so through the: 
• Leadership of projects (Patak, Roman, Drake) 
• Leadership of their own teams to meet changing institutional needs (Clark) 
• Development of new institutional policies and strategies (Drake). 
From the outside, as an observer, one can easily appreciate that the types of activities 
outlined above could potentially provide the context for work-based learning. For example, 
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this might include an employee (learner) shadowing a project leader, observing the stages 
of policy development, or sitting in on a new workshop. Such activities would provide 
insight and enable the learner to gain skills and knowledge that enable them slowly to 
master a particular area of expertise (akin to an apprenticeship model), but it is not 
immediately obvious how such activities can afford transformational learning experiences. 
This becomes more evident in the next section, which identifies and discusses a pattern in 
participants’ learning experiences. 
 
5.3 The ritual pattern of transformational learning experiences 
The interview questions (appendix 3) were specifically designed to elicit experiences of 
third space working and participants were prompted to describe experiences which fit 
specific parameters. Interestingly, the transformative learning experiences within 
participants’ accounts stood out from the plethora of experiences being disclosed, because 
they were highlighted as being the most personally challenging. They also formed the most 
emotionally charged part of participants’ accounts.  
Once the phenomena of non-formal learning experiences were identified, these were 
mapped onto the tri-partite structure of the ritual process (Turner, 1969). Although the 
thesis is not concerned with the systematic study of rituals per se, these offered a 
metaphor through which to explore HeLs’ learning experiences. As such, the mappings 
clearly identified participants’ actions related to pre-liminal, liminal and post-liminal phases 
of the phenomena and shed light on the participants’ surroundings and symbols, how they 
are interpreted by them and the actions and reactions they took in relation to these. It is 
notable that all of the transformative learning experiences followed this structure, thus 
confirming the appropriateness of the theoretical framework underlying the research. It 
also created smaller units of study through which the context of third space learning, 
resources, affordances and dependencies could be considered.  
This section briefly presents the ritual pattern of participants’ learning experiences in third 
space by providing information about HeLs’ specific actions and emotions during each 
phase. All of the detailed mappings of the transformational learning experiences are 
available in appendix 6, whilst further sections of this chapter focus on the topics of 
participants’ transformational learning (section 5.4), the enhanced status they acquired as 
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a result of their learning (section 5.5) and the structural enhancements which resulted in 
the process (section 5.6). 
Separation 
This pre-liminal phase identified actions in relation to ‘stepping out’ of an established 
modus operandi, which resulted in participants’ detachment, even temporarily, from a 
previous fixed state or position in their societal structure within their HEIs. This assists the 
creation of conditions of liminality which are highly important to the next phase of the 
ritual process. However, it is worth noting that this was the least detailed aspect of the 
tripartite structure within participants’ accounts. This was due primarily to not asking 
specific questions in relation to this phase, and also the fact that participants were 
sometimes describing the projects and work they were currently undertaking. They were 
therefore already in the transitional phase of their transformation.  A less detailed account 
of this stage is not problematic because the research did not seek to provide rich 
descriptions of each phase of the ritual process of learning. Instead, through the analysis it 
tested whether the theoretical framework was applicable and enquired as to whether 
transformational learning was afforded by third space working practices. In this instance, it 
was enough to know that this phase existed, even if it was not described in detail.  
In their accounts, participants talked about activities which either symbolised or resulted in 
separation, and potentially created liminal conditions, signalling the start of a 
transformative learning experience in third space. These included:  
• Initiating projects (gaining initial approval, funding or support to commence new 
work) and leading preparations for the start of new initiatives or events (including 
managing relationships). This meant that participants were stepping out of their 
daily routine in order to prepare and create a climate in which transformations can 
take place. 
• Physically removing oneself from a locality or an organisational unit. For example, 
by being out of the office, in a new environment, at an away day, or working ‘in the 
Faculties’ that are not managed or co-located with IT services. This offered 
detachment and isolation. 
• Changes in the hierarchy above HeLs or more widespread organisational 
restructures meant that they were separated from their existing ways of being. 
• Already being associated with technology meant that some HeLs already perceived 
themselves to be detached from the ‘norm’ and the main part of the university and 
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the academic community. However, some participants were actively distancing and 
differentiating themselves further as they did not want to be seen as being part of 
the IT support service. For example, by adopting new ways of interacting with staff 
through coaching and mentoring, or explaining their new ways of working to 
others. 
 
Emotions: During this pre-liminal phase, participants disclosed feelings of constraint, 
frustration, isolation, marginality, insecurity, threat and lack of optimism. These feelings 
were related to their perceptions of what can be achieved within their current state, the 
questioning of whether their current work is worthwhile, and the fact that they were 
dependant on others for particular aspects of their role. Furthermore, they perceived that 
it would be challenging and great effort would be needed in order to undertake any 
changes. Nishi (case 2) exemplifies the strength of the emotions expressed and the 
potentially threatening transition she was about to enter by attending an away day being 
hosted by a Pro Vice Chancellor: 
 
“On the build up to that day, I actually thought I was going to be exposed as a 
charlatan!  Because it is this idea of being exposed in a very unfamiliar, out of my 
normal sort of milieu.” (Nishi) 
Transition 
This liminal phase resulted in both learning and unlearning, and was highly exploratory. By 
entering into the unknown, this was a phase of shedding old ways of understanding and 
being, and negotiating new ones.  HeLs’ ‘between and betwixt’ situation was characterised 
by intense emotions, tests of worthiness and a lack of hierarchical structures or rules 
(communitas).  
 The emotional intensity of the transitional phase is exemplified by the following quote: 
“…where I struggled on that occasion, was that there was also another agenda 
going on, which we were all being tested.  Our mettle was being tested… there was 
quite a lot riding on this in a way that in a normal, um, project there isn’t.  Well, I 
suppose there is.  But it’s probably not as explicit…It felt very personal.”  (Nishi) 
The actions mapped under the transitional phase specifically contributed to the creation of 
‘anti-structure’ (Turner, 1969), a term presented in Chapter 2 which denotes a place and 
time where normative ways of being are temporarily dropped and true expressions of self 
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can take place without the usual societal constraints. These actions facilitated the stepping 
out of the taken-for-granted world, not just for themselves, but also for those with whom 
they engaged in third space. HeLs’ actions actively created opportunities for feedback and 
critical reflection so as to confront everyday norms, in a space which Whitchurch (2013) 
terms simultaneously ‘safe and risky’.  
All but two of the participants (Ingrid and Patak) personally went through a transitional, 
transformational phase and appendix 6 provides more detailed analysis of each 
participant’s case. However, for illustrative purposes Roman’s case is presented here as an 
example of a transition.  
 
Roman’s transition 
 
Roman describes elements of his work which resemble aspects of the social rituals of 
maturity and coming of age. In his account, he most strongly refers to his attendance at 
meetings/events in relation to a particular project, which he initiated within his university. 
These meetings form the basis of the transformational learning he undertakes.  
 
For these meetings, he separates himself from his usual office environment and physically 
enters a new space (meeting room), which not only exemplifies the need for change but 
also offers a setting where participants act differently from the environment in which they 
are usually based. In his account, he alludes to the liminal qualities of the meetings and 
events he attends as well as the marginality associated with those who are enthusiastic 
about e-learning: 
 
“… the ones who do do it are often seen as the strange people!” 
 
Roman discussed the relaxation of norms and rules of everyday social structures, which 
were afforded by anti-structure and in which other participants behaved inversely to what 
is normally acceptable:  
 
“…there are, um, a number of… luddites, doubters, with, you know, kind of nice 
smiley, err, rejection.  Down to swearing rejection of this kind of way of thinking.  
Um, so it was kind of interesting to see, um, how I would deal with… with that in 
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this process…” 
 
This is reminiscent of tribal rituals during which a well-respected individual is ridiculed or 
stoned by the community, prior to taking on the official role of tribal chief and accepted as 
a leader.  However, through his performances in these meetings and the actions he 
undertakes to convince others, Roman is transformed from a simple member of staff in his 
university, to a leader in his field. He relishes this moment in time because it offers him a 
position of power: 
 
“Um, this is… this is a great time.  This is the time I’ve been waiting for…so this is 
perhaps the one shot.  Um, but… and I’m really enjoying this time.  Um, and for my 
identity, um, so instead of sort of running around in the background trying to 
encourage people, I’m suddenly at the front...” 
 
This position is bestowed on Roman with the agreement and support of a higher authority 
and he is trusted to represent that authority through his actions: 
 
“…we have the Pro Vice Chancellor for Learning and Teaching very much on board.  
So that’s really helpful, to be able to, um, do things in his name.”  
 
The personal learning that Roman undertakes in these meetings transform him from a 
‘craftsperson’ in the field of e-learning to having acquired an art, which enables him to play 
a much bigger role in the reform of his institution. As a craftsperson he was concerned with 
the ‘how’ of e-learning, whereas now he views e-learning as a way of being. As such, 
Roman is increasingly accepted as a leader in his field with each meeting, but understands 
that acceptance as a leader in the field is not only about proving one’s worth at a particular 
moment in time, but that he needs to actively maintain his enhanced status so as to 
continue enjoying the respect and buy-in of his community. 
 
“… it’s the beginning of the performance, really.  In a sense.  So we’ve had the… the 
opening, and we need to move to the next stage with this.  But I think, um, you 
know, so a lot of this is about hearts and minds.”  
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When personally engaging in transformational learning, the specific actions which HeLs 
took in this transitional liminal phase included: 
• Actively creating liminal events. This was done by stepping outside existing 
communication protocols (for example, by directly approaching the Vice 
Chancellor) and hierarchical structures, taking on a self-proclaimed leading role 
(in the absence of formal authorisation) thus diminishing structures further. 
• Shedding old responsibilities, predominantly operational tasks, in order to 
focus attention on more important items, such as strategy, own role and 
security. 
• Undertaking personal and joint reflection through ‘writing up’ project events 
and milestones. 
• Negotiating and achieving consensus amongst a diverse group of people. 
• Acquiring new vocabulary in relation to new areas of responsibility and 
expertise. 
• Identifying synergies and divergence between new and old areas of expertise, 
discarding old models and knowledge and replacing them with new 
understanding (especially in the areas of people and change management), and 
an aggressive rejection of established viewpoints. 
However, when HeLs facilitated the transformation of others their actions included: 
• Evaluating learners and guiding them down a negotiated path. 
• Empowering and enabling learners to take responsibility and ownership of the 
changes. 
• Instilling their own beliefs in others by exposing them to new viewpoints and 
ways of doing things. 
• Influencing learners and convincing them of the worthiness of the cause. 
• Taking care of learners, encouraging them and providing reassurance. 
Whilst undertaking the above actions, they developed a personal sense of responsibility for 
the learners, heavily relied on their own beliefs, and objectively stood back and evaluated 
their own position. 
As mentioned above, liminality, anti-structure and communitas can be self-created and 
forcibly induced. However, the research has found that it can also be imposed. Examples of 
imposed liminality were provided by a few participants who disclosed that they were 
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operating in a vacuum punctuated by outdated strategies and policies, organisational 
restructures and updating of governance structures, or new projects which brought 
together diverse individuals in third space.  
Emotions: This phase was profoundly personal for HeLs. Those undertaking 
transformational learning felt enthusiasm, and excitement with regard to engaging with 
others, and curiosity about the unknown. This was coupled with feelings of being 
threatened, insecure, constrained, wary, intense afraid, in trepidation, tense and stressed 
in relation to achieving a balance, shyness, dismayed and some found it a struggle.  
“I was terrified…Well I think because it was the first time an event like this had been 
planned…To know you’re being scrutinised is, um… it feels like having to perform.” 
(Nishi) 
Conversely, those who facilitated the learning of others talked about confidence, agility, 
preparedness and needing to deal with heavy responsibility, having strong personal beliefs, 
understanding the angst of others, and being comfortable with their own approach to 
change. Patak (case 3) typifies this in the following two quotes:  
“…you need to take ownership and leadership of those  processes to be able to give 
reassurance to staff that actually this isn’t going to be horrendous… taking that 
leadership role is actually quite critical there, because you need to be able to go in 
and work with each of those groups to be able to bring them to the same point that 
you’re at.”  (Patak) 
“Some of it can be  wading into the unknown.  Um, but I think you have to do that 
with a set of  inner beliefs that actually enable you to feel confident doing that… if 
you have that inner confidence and feel, “Actually this isn’t going to be something 
that’s horrendous”, um, you know, “I believe it’s going to work”… and you can bring 
others along with those sets of beliefs, and go in with that confidence…” (Patak) 
The precise topics of learning with which participants engage during this phase are 
presented separately in section 5.4. 
Re-aggregation 
Turner (1969) states that experiences in liminal space tend to be channelled back into 
structures otherwise they become uncomfortable and with time, soon acquire a structure 
of their own, becoming norm-governed with society itself moving from one fixed state to 
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another.  This phase is predominately concerned with the re-introduction of stability and 
balance into society, whilst establishing new norms. Through the analysis, new 
relationships, connections, rules and resources were identified, which were created as part 
of participants’ liminal transformative experiences. These resulted in (a) institutional 
structures being transformed and (b) an enhanced personal status.  
a) Institutional structures 
Clark (case 5) demonstrates that HeLs can impact on institutional structures and 
can transform them within limits: 
“I think when I arrived seven years’ ago, it was very, um, precise.  Um, very 
precise way of working.  Um, I haven’t made it all floppy and loose though.  
Because we still have structures there.” (Clark) 
He is also very conscious that 
“…there are certain lines that cannot be crossed.” (Clark) 
 Whilst the need to achieve stability, and most importantly, balance is highlighted 
by Patak (case 3) who facilitated the learning of others:  
“We may not have necessarily transformed the university overnight, but 
we’ve certainly had such an impact that the university has now invested 
heavily in this.  So I think that in itself is testament.  But I think the idea was 
a sound idea…and certainly we’re not doing something that’s so wild and 
wacky it’s going to, you know, cause a strike… staff to walk out on strike or 
something.” (Patak) 
Similarly, Helen (case 7), who has just experienced an organisational restructure 
and a revision of the governance structures within her institution, talks about both 
her enhanced status (feelings of increased value) and also enhanced structures and 
how she can navigate them: 
“…I can now see that I have a much more valuable contribution to make, 
and it is being valued, and that we’re developing structures which are 
moving things… agendas forward in a way that they weren’t… couldn’t 
before…I’ve also learned, I suppose, about… how to, um, sabotage and how 
to help.  And move agendas forward.”  (Helen) 
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b) Enhanced personal status  
The transitional phase was often seen as a personal test. Emerging successfully 
from it was often accompanied by an increased sense of worth for the participants. 
However, increased feelings of worth were only one of five possible status 
enhancements that could be achieved through a transformative learning 
experience. More specifically, the research found evidence of five possible status 
enhancements: value, knowledge and skills, visibility, influence and acceptance. 
Section 5.5 below covers these in detail. 
Emotions:  Feelings of surprise and satisfaction on what has been achieved, feeling valued 
by the institution, affirmation, confidence, increased security, pride, relief, assurance, 
contentment, positivity, and comfort were all evident in the re-aggregation phase.  
Roman’s case, presented previously, epitomises the excitement related to an enhanced 
status which results from transformational learning experiences, whilst some participants 
also disclosed a continued hunger and desire to carry on and achieve more.   
This section deliberately only briefly presents the re-aggregation stage and references the 
fact that enhancements have taken place, whist providing illustrative quotes. As structures 
and the status of self significantly influence learning in the workplace (Evans et al., 2006), 
findings in relation to these are presented in greater detail later in sections 5.5 and 5.6 
later in this chapter. 
 
5.4 Topics of learning 
This section presents the topics of transformational learning identified through the 
research and the relationship between these and the self-identified developmental needs 
of participants are discussed. Completed five years previously, each participant’s MLQ 
results were used as secondary data to inform the questions which were asked during the 
interview. Furthermore, reference to the MLQ provided participants with the ability to tap 
into a pre-existing vocabulary, with which to describe their experiences, and offered a 
broad understanding about the topics which were of interest to the research.  
Topics of transformational learning 
The participants disclosed that they had learned many things recently and over the time 
that had elapsed since they completed the MLQ. Some of the topics of learning were from 
transactional learning experiences (presented in section 5.2 above) and added to their 
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conceptual frameworks, whilst the topics of learning with which they engaged in their 
transformational learning experiences were more limited in number and in range. All 
participants, except for one, engaged with at least one of the following three topics: 
• Understanding the importance of others and how to relate to them. This included 
the need to involve the right people in projects (this depended on institutional 
politics, an individual’s formal status, and their skillset), the best way of 
communicating and positioning themselves and their team in relation to others, 
how to nurture relationships, how to get people on side, importance of other 
perspectives, change management techniques, and how to influence without 
formal authority. 
• Understanding of self in relation to others. This included realising that they are 
trusted and respected, that they can trust others, and that they are not marginal, 
inferior or fraudulent in relation to others. 
• Understanding inter-relatedness and the wider context of their institution. This 
included an appreciation of the diversity amongst individuals and stakeholder 
groups, cultural differences amongst academics, and an understanding of 
organisational and governance structures. 
Interestingly, each of these topics of learning is in relation to ‘others’ and how HeLs’ relate 
to them. This highlights the importance of others within a leadership context, but also 
brings to the fore the importance of others in relation to the process of learning by 
highlighting the social nature of the phenomenon. Participants viewed their new-found 
knowledge and understanding in relation to these topics as a new resource that would help 
them meet the demands of their work, and also to achieve subsequent transformation in 
relation to the technology-enhanced learning (TEL) agenda. 
Addressing perceived needs  
None of the participants disclosed that after taking the MLQ they purposely took action to 
enhance their leadership behaviours and skills. Instead, the MLQ appeared to function as a 
reflective tool that brought some of their personal concerns to light. However, some of the 
HeLs had subsequently undertaken more formal development which also addressed some 
of the self-identified needs.  
There was no clear evidence from participants’ accounts that the transformational learning 
they undertook was consciously intended (it may or may not have been), even though the 
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actions they took had a significant impact on them. Eraut (2000b) uses the term ‘reactive 
learning’ to describe this type of non-formal learning. Reactive learning sits between 
‘implicit learning’, where a selection of experiences enter the memory which can be 
recalled and the learning from them can be applied to new situations, and ‘deliberative 
learning’ which requires time to be put aside to address pre-defined learning goals and 
engage in planned learning opportunities. In this research, reactive learning took place 
almost spontaneously, was unplanned and was in response to recent, current or emerging 
situations; learners were aware of it, but levels of intentionality probably varied.  
The MLQ enquires about and measures a full range of leadership behaviours from passive 
leadership to transformational leadership. The latter also aims to transform followers into 
becoming leaders in their own right. This research only considered the transformational 
leadership aspects of the questionnaire and was specifically interested in idealised 
attributes, idealised behaviours, inspirational motivation, intellectual stimulation, and 
individualised consideration. 
Within each of these categories, participants had declared the frequency with which they 
feel they exhibited particular behaviours and the frequency they felt they should be 
achieving. The statements against which they rated themselves appear in the table below, 
as does the number of participants who self-identified each statement as a need. A table 
illustrating the perceived needs of each participant is available in appendix 7. 
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Areas for development (MLQ data) Number of participants 
highlighting a need for further 
development 
Idealized Attributes (IA)  
Instilling pride in others for being associated with them 7 
Displaying a sense of power and confidence 6 
Going beyond self-interest for the good of the group 3 
Acting in ways that builds others’ respect for them 1 
Idealized Behaviours (IB)  
Specifying the importance of having a strong sense of purpose 3 
Talking about most important values and beliefs 5 
Considering the moral and ethical consequences of their decisions 3 
Emphasising the importance of having a collective sense of mission 2 
Inspirational Motivation (IM)  
Being able to articulate a compelling vision for the future 5 
Expressing a sense of confidence that goals can be achieved 2 
Talking enthusiastically about what needs to be accomplished 1 
Talking optimistically about the future 2 
Intellectual Stimulation (IS)  
Seeking different perspectives when solving problems 3 
Getting others to look at problems from many different angles 2 
Suggesting new ways of looking at how to complete assignments 2 
Re-examining critical assumptions to question whether they are 
important 
5 
Individual Consideration (IC)  
Spending time teaching and coaching others 4 
Treating others as individuals rather than just as members of a group 1 
Considering an individual as having different needs, abilities, and 
aspirations from others 
0 
Helping others to develop their strengths 0 
Table 8: MLQ and participants’ perceived needs 
 
Unfortunately, it is not possible to do a meaningful quantitative analysis based on the 
responses of just nine HeLs. However, there are two noteworthy observations in relation to 
participants’ perceived needs: 
a) The highest number of developmental needs appeared in the Idealised Attributes 
group (17 in total) and the least in the Individualised Consideration group (5 in 
total) (IA=17, IB=13, IM=10, IS=12, IC=5).  The majority of the needs were found in 
the first two of the five groupings (IA+IB=30 out of a total of 55), which combined 
would describe a respected, ethical and moral role model.   
 
With regard to leadership, Elliot’s (2003) consideration of the MLQ , found a strong 
correlation between the IA and IB groupings with the ability to monitor own and 
others’ emotions. He cautiously proposes emotional intelligence as a paradigm for 
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effective leadership of organisations and asserts that such abilities and 
competencies should be developed by leaders. Conversely, with regard to learning, 
Mulligan (1993) asserts that feeling is one of the major ways of making judgements 
about the world around us, underlies individual’s preferences and values, 
emphasises what is important and labels it as an essential element for meaningfully 
processing and internalising experience. If nothing else, the ritual process mappings 
have identified the intense emotional element of leading and learning in third 
space, and it could be asserted that third space provides a useful learning 
environment in which emotional intelligence can be developed. Section 5.3 above 
outlined the range of feelings experienced by participants, some of which were 
highly challenging. As such the emotional aspects of learning and leadership 
development are well served.  
 
b) The second notable item from table 8 above is that participants did not perceive 
that they needed any great development in the Individual Consideration (IC) 
grouping other than wanting to spend more time coaching or mentoring. One 
participant also wanted to more frequently treat others as individuals rather than 
just members of a group. So, it is possible to infer that the majority of participants 
felt that this was not an area where they should really focus their professional 
development as there was no need to invest time and effort in developing 
behaviours which they already exhibit at a frequency with which they are content. 
Indeed, the fact that it wasn’t highlighted as a potential area for development in 
the MLQ analyses indicates that participants scored themselves at acceptable 
levels/norms of exhibiting these behaviours.  
 
However, the topics of transformational learning noted above are telling of a shift 
in participants’ ways of thinking about others, relationships and their inter-
relatedness with their contexts. By not identifying a developmental need in the IC 
grouping, it appears that participants did not fully appreciate their developmental 
needs (they did not know what they did not know). However, through their 
experiences they were able to alter their understanding of what it means to be 
‘leader’ and to exercise ‘leadership’ and cross a conceptual gateway. Having made 
the crossing, they have also adopted new ways of acting and being in their 
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institutional worlds; they now have an enhanced status and operate in new 
structures.  
 
5.5 Enhanced Status 
As a result of successfully engaging in a ritual process, learners were transformed and 
achieved an enhanced status which was not available to them before; the enhanced status 
offered them an altered view of themselves in relation to those around them and enabled 
them to access the world in a different way. Indeed, participants’ transformative learning 
experiences resulted in one or more of the following five enhancements: 
• Value. This included increased self-confidence, overcoming feelings of fraudulence, 
gaining greater self-awareness and increasing their sense of security within the role 
and the organisation. An example of this is provided by Nishi, who is enjoying 
greater self-confidence as a result of proving herself at an away day, which 
provided the context for her transformational learning experience: 
 
 “Well, I suppose I took away that actually I coped with that, not just well, 
but I was able to achieve the things that I needed… that I wanted to and 
needed to achieve on that particular day.  I was able to deal with those, 
plus the very fussy remit that I didn’t really understand, and work with 
others to produce something… my learning was that…I’m very hard on 
myself.” (Nishi)  
 
• Knowledge and skills.  This included a greater understanding of change 
management techniques, refinement of people management skills, affirmation of 
existing knowledge and expertise, and a greater understanding of the institution 
and its workings. An example of this is provided by Andrea, whose description of 
learning focuses on working with individuals, building relationships and being able 
to use these in order to achieve her goals.  
“…the choice of Chair has made a big difference.  Um, I think that’s really a 
lesson learned for me.  Involving… giving, if you like, not involving, but 
giving a stake of some kind of work, some kind… of a project, to someone 
who has an interest and is at the right place [in the hierarchy]… it’s very 
important.  Um, so the choice of the Chair of the steering group has proved 
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to be amazingly helpful.  To get to…the outcomes of the project or get the 
project known to senior managers.  Senior management of the university in 
general.”  (Andrea) 
Knowledge about how to access resources, including individuals, and skills related 
to managing senior people is now deemed a key part of her future success. So, 
through her work she has re-conceptualised her knowledge framework, ideas and 
techniques in relation to change management and how they apply to her particular 
setting. Her previous understanding of change management is now perceived to be 
less effective, and most likely inaccurate. 
 
• Visibility and approval. Examples of this included knowing a member of the 
institution’s senior management team better and being able to approach him more 
easily in the future, and the prospect of increased responsibility in future.  Roman 
provides an example of personal visibility being raised and contributing to an 
enhanced status. Through his learning experience, he is transformed from a simple 
member of staff in his university, to a leader in his field.  Indeed, he delights in such 
grand changes are occurring, because they offer him a position of power: 
 
“… this is a great time.  This is the time I’ve been waiting for…so this is 
perhaps the one shot.  Um, but… and I’m really enjoying this time.  Um, and 
for my identity, um, so instead of sort of running around in the background 
trying to encourage people, I’m suddenly at the front...” (Roman) 
 
 
• Influence. This included increased authority for HeLs as demonstrated by their 
ability to make decisions, provide direction and change beliefs and ways of thinking 
of people over whom they have no formal authority. Drake provides an example of 
having achieved influence, but because he is still fairly new at facilitating the 
transformation of others, the enhanced status comes with feelings of anxiety:  
“Um, the beginning, I suppose that there was a sense of trepidation, 
almost.  Because, um, there was a realisation that this was  a project that 
could potentially change the way we work across the institution…and then 
having a sense of responsibility then for guiding us, guiding the university, 
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down that route and facilitating and leading on this change.  Um, was quite 
a responsibility, really.” (Drake)  
Drake is still acquiring and refining his skills, gaining self-belief and confidence, but 
most importantly he is positioning himself within the community in a way that 
ensures that he is recognised as a leader and that his followers will more willingly 
take leaps of faith under his leadership.  
• Acceptance. Examples of acceptance included others bestowing on HeLs 
(additional) responsibility, trust, and increased recognition as experts in the field, 
being associated with an institutional agenda and seen as the key individuals who 
will deliver it. 
 
“Nationally there’s probably much more awareness of the work we’re doing 
at [the university], and I’ve been invited to lots of different events.  Um, I 
was at [another university] last week doing something.  So there’s a lot 
more there.  I think perhaps people are more aware of the work we’ve done 
at [the university], so they’re more likely to come and talk to us.” (Patak)   
Not every participant achieved all of the possible enhancements to their status which were 
identified across all of the participants’ cases. Also, there is no indication that one 
enhancement may be more important than another. However, it is worthwhile making a 
distinction between the enhancements which were achieved through personally 
undertaking learning in the workplace and those which were achieved by facilitating the 
learning of others in the workplace. 
From the experiences that were disclosed, it was identified that facilitating the 
transformative learning of others can lead to enhanced acceptance and increased value of 
HeLs, and can contribute to increasing their own knowledge and skills. However, if HeLs 
personally undertook a transformative learning experience, there was evidence to suggest 
that all five of the enhanced statuses could have been afforded. Although theoretically 
possible to achieve increased visibility, approval and influence through the facilitation of 
transformative learning, there was no evidence of this in the accounts which were provided 
by the relevant participants.  
The status enhancements which were afforded by the experiences described by the 
research participants are summarised in the table below:  
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 Value Knowledg
e and skills 
Visibility/ 
approval 
Influence Acceptance 
Undertaking personal 
learning 
X X X X X 
Facilitating learning of 
others 
X X - - X 
Table 9: Enhanced status in relation to undertaking and facilitating learning 
 
5.6 Enhanced structures 
The research has shed light on the structural parameters within which HeLs operate, the 
liminal quality of these, and how they influence their learning in third space environments. 
Through the learning experiences described by participants, the dissolution of order, 
hierarchy, rules and structures was evident in the transitional phase of their transformative 
learning experiences. This section presents both the structural parameters that affect HeLs’ 
workplace learning, as well as the enhanced structures which resulted from their 
transformational experiences. 
Structural parameters which influence learning in third space 
The three structural parameters that were evident in HeLs’ accounts of working and 
learning in third space were a) the levels of autonomy that they enjoyed within their role, 
b) the diversity of individuals with which they engaged, irrespective of their background 
and hierarchical positioning, and c) the levels of change they were experiencing with their 
role.  
a. Autonomy. All participants operated within the structures of their institution, some 
whilst still learning to effectively navigate them, dealing with their revision and 
updating whilst business as usual was expected. However, it is notable that all 
participants enjoyed a high degree of autonomy in their work that enabled them to 
navigate, work with and circumvent the structures as appropriate. Autonomy was 
evident in the ability of HeLs to choose what projects they might get involved in, 
contribute to or even completely avoid. For some HeLs, autonomy was about being 
able to work in third space environments, and not only within the confines of a 
particular organisational unit. This autonomy in their work was facilitated by their 
hierarchical position and the expectations others had of them, due, for example, to 
the nature of their employment contract, previous work, and perceptions of their 
role. There was an expectation that HeLs would deliver on institutional strategy 
 92 
 
irrespective of obstacles, and that they would receive only general guidance 
through the approval of key milestones from more senior managers, due to 
enjoying their trust. They also perceived that they enjoyed autonomy because their 
hierarchical superiors often lacked the understanding of TEL, which is needed to 
lead this agenda. However, this lack of understanding was also a disadvantage and 
they were sometimes constrained by it. Indeed, the level of understanding of e-
learning held by some of the participants’ immediate line managers provided 
barriers for them in accessing particular types of activities and having certain 
interactions.  
 
One such example is offered by Andrea, who views her immediate line manager as 
having acted as a gatekeeper, someone who enables or prohibits at will.  
“… there are a lot of challenges in terms of me not reporting to a higher 
level… I don’t have an opportunity…to give that information and tell the 
University what they ought to be doing… I have too many reporting lines, 
and I can never arrive at the… the right person.  It has to be like Chinese 
Whispers.  I have to tell my line manager, and depending on the interest 
and engagement of my line manager with TEL, this information will go up 
and some things will happen.” (Andrea) 
However, she feels that her transformative learning experience has also been 
accompanied by a lasting change in her approach to work. Capitalising on the 
autonomy she enjoys, she no longer follows hierarchical protocols to access 
decision makers, who are significantly higher up in the organisational hierarchy. 
This helps her circumvent structures that constrain her achievement: 
“…through the digital literacy project I contacted the VC.  And I had some 
personal correspondence…So this is a small… well, this is a change in terms 
of, yes, I’m going to email.  I don’t care.  I’m going to email!” (Andrea) 
Actively creating communitas, and breaking down the hierarchical constraints is 
what some participants sought to do in their daily work. In the ‘team intensive’ 
workshops that Clark designed and facilitated, he brought together academic and 
support staff from all levels of the institution. In the anti-structure he created 
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through his actions, he took on the role of primus inter pares, enjoying greater 
autonomy almost by default: 
“Because it’s been a very much flat management type approach… Everyone 
is equal-ish. Someone obviously has to take control of it, you can’t have 
complete circular management structures.” (Clark) 
In gaining this control, he becomes self-governing in this situation acquires a 
degree of autonomy in the way he influences and interacts with others. To an 
extent, this confirms Mezirow’s (1997) assertion that transformational learning is 
undertaken in order to achieve greater autonomy. However, the enhanced status 
of HeLs (described in section 5.5) following their transformative experiences does 
not always result in increased autonomy and could have other outcomes. The 
importance of autonomy is related to the fact that HeLs are actively engaged in 
creating anti-structure and liminal experiences within third space. These, in turn, 
facilitate their personal transformation and learning development. 
b. Diversity. Most participants welcomed the diversity of people and expertise in third 
space. Participants disclosed that they either viewed interactions with others as a 
great learning opportunity or that they had already learned something of value 
from engaging with others who were different to them. More importantly, all 
participants perceived that dealing with diversity was an integral part of the role, 
and despite it adding to the complexity of the work at hand, it was a resource with 
which they could achieve their goals. For some, it provided a new way of viewing 
the university and the context in which they operated, whilst for others it was a 
means of ensuring that the solutions, initiatives, and changes that they were 
proposing for the institution had been thoroughly tested and were ‘approved’ as 
being fit for purpose. 
 
“It makes it [my role] more interesting! …people makes the whole thing go 
round… I love working with all of these different sorts of people and I think 
that’s probably a large part of why I’ve been successful… is that I can seem 
to connect people, and to bring them together, to be a bit of a broker and 
introductions agent sort of thing…I can also kind of detect when I’m 
pushing an open door and when I’m not.” (Cloe)  
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c. Change. Change was not only a feature of liminality in third space working, but it 
was also a key element for creating anti-structure. All participants were 
experiencing large amounts of change at the time of the interviews:  
 
“…it’s like the whole of the foundations upon which the university is built is 
shifting.” (Roman) 
 
Changes included: 
• Sector developments that prompted additional work that could not have 
been foreseen or planned. For example, an institution signing up to deliver 
MOOCs through a new nationally important initiative. 
• Organisational re-structures. For example, this included new job 
descriptions, new remits, the merger or splitting up of a HeL’s own or other 
units within the institution, acquiring more staff, introduction of new 
institutional governance structures, and new layers of management. 
• Undertaking large-scale institutional curriculum reform projects. 
• Significant developments in relation to technology, and also in the 
technology an institution has chosen to invest in. For example, the 
replacement of an institutional VLE results in new possibilities being 
introduced. 
• Changes in senior staff and new appointments at hierarchically higher 
levels than HeLs. 
• Changes in ways of thinking and conceptualising of HeLs’ roles. This 
included both thinking about the implications of new responsibilities and 
also changes in the way one talks about and presents oneself whilst taking 
account of changes in discourse in the area of e-learning. 
• Changes in personal circumstances, such as bereavement, personal health 
issues, and the threat of redundancy. 
Documenting the nature of the change highlighted the diversity of forces that create 
anti-structure within third space environments. However, the expectation of change 
itself also contributed to this. Indeed, at least one participant disclosed that her 
institution was preparing for unknown changes which were yet to come (Nishi).  
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Of particular interest to understanding the nature of transformational learning 
experiences is participants’ approaches to dealing with change. Most participants were 
welcoming of change or had been conditioned to accept and deal with it over the 
years. However, some only welcomed it under certain conditions (for example, if it did 
not affect their personal life) or were very uncomfortable with it. Degrees of comfort 
and associated challenges are illustrated in the following quotes: 
“…to me it’s just a way… a way of life now …In fact I’ll seek it out…” (Nishi) 
“Um, I don’t think it [change] phases me anymore.  I think I’ve got to the point 
where I’ve seen so many things happen, and actually you become in cycle.  So some 
of those changes are things that I’ve actually worked on previously in a different 
format.  So I don’t get phased by them.” (Patak) 
“…if we’re talking about change in general, it’s interesting, because change in my 
personal life affects me maybe sometimes in negative ways, but changes… like 
changing technologies, change in HE… I’m open to change and I see those as 
opportunities to get involved with interesting work and make a difference.” 
(Andrea) 
“A bit overwhelmed at the moment! … So there’s loads of change around all of that.  
Um, so sometimes it does feel overwhelming.  It’s very exciting… for me personally 
[the challenge is] keeping up.  Um, and being able to have enough time to sit and 
read and think and listen and inform opinions about things.  Um, I really struggle 
with that.”   (Helen) 
HeLs’ approaches to the on-going changes in technology were illuminating in relation 
to their professional development.  Many participants were not particularly interested 
in keeping up to date with changes in technology, only in the affordances of it. They did 
not seek to have the latest gadget and were occasionally bewildered by some 
technological advancements.  However, their non-conformance to the dominant 
imposed expectation of others that they know and understand the latest technology 
contributed to feelings of fraudulence and inadequacy. This is exemplified in the 
following account: 
“I’m not great with change…I’m not a sort of person that has the latest tool or 
trying out the latest technology. I don’t know quite how I really ended up in this 
kind of a role, actually. I think, I think that my success comes down to emotional 
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intelligence [rather] than technical intelligence or intellectual intelligence. I’m 
politically astute but, I mean the change side of things, yeah, um there’s the 
dealing, you know, with structural and organisational change – well actually that’s 
been ok. Um, dealing with the change in education, I’m finding the whole MOOC 
very exciting actually. I’m embracing this because I can understand it…um, when it 
comes to things a bit more kind of technical or …I mean things like learning 
analytics, that’s slightly terrifying and augmented reality….these sort of things are a 
bit outside my comfort zone.” (Cloe) 
Levels of change also contributed to HeLs’ feelings of fraudulence, marginality and 
inferiority in the workplace and within their learning. These are highly characteristic 
within communitas, and were experienced by all participants, but for different reasons 
(discussed later in 5.7). However, these feelings also partly accounted for participants 
seeking to develop themselves further. Indeed, all participants were actively 
developing themselves and continued to seek out opportunities for learning and 
keeping up with developments.  
Structural enhancements as a result of learning 
During participants’ engagement with learning experiences in third space environments, 
participants experienced a number of situations that added to the liminality and the anti-
structure they were already experiencing as part of their role. However, as noted in 
Chapter 2 and earlier in this chapter, experiences in liminal space tend and need to be 
channelled back into structures through the re-aggregation phase. Indeed the new 
relationships, connections, rules and resources which were created as part of participants’ 
liminal experiences resulted in institutional structures being transformed.  This section 
presents the structures which were altered as a result of the transformative experiences. 
These included: 
• Access to greater resources (including relationships) as a result of being able to 
influence the distribution of resources, having been provided with greater 
resources, or having access to individuals who control funding or can influence 
others. 
• Changing the foundations of the workplace  so as to rely on relationships of  inter-
relatedness and not transaction (in which HeLs are seen as service providers rather 
than equals) and applying the new skills developed to deal with changes. 
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• Greater acceptance of the TEL agenda within the institution and the introduction of 
new, valid means and techniques to deal with change management, staff 
resistance or lack of engagement. 
• The formal approval of new or updated strategies and policies coupled with the 
ability and resources to move towards the implementation of these. 
• Changes in formal status as evidenced by the acquisition of a new job title, job 
description, new (possibly larger) remit. 
• Providing or operating in a new and improved service which offers a more coherent 
approach to leading and supporting TEL and those who engage with it. 
• Relinquishing operational elements of their roles (usually related to supporting and 
implementing technology) to other members of their team, or to colleagues so that 
they can focus on larger, more strategic or personally important issues.  
• Maintaining the balance and not disrupting the larger workings of the institutions, 
despite the fact that new innovations have been introduced and incorporated into 
existing structures. 
However, the most prominent structural alteration/enhancement across the majority of 
participant cases was the affirmation of one’s own (possibly enhanced) position within the 
institution, both hierarchically and as an individual leader. This was related to enjoying 
increased clarity and/or security in relation to organisational restructures, being able to 
navigate the institutional governance structures more effectively, being acknowledged as 
an expert in their field and accepted as an important part of achieving a strategic 
institutional objective, etc. The three quotes offered below are indicative, but not 
exhaustive, examples of this affirmation.   
In relation to the introduction of new committee and governance structures, this 
participant felt clearer on what she could and should be doing within her role: 
“I think that has helped me [new governance structures], um… it’s contained me in 
some ways, that’s been really helpful.  So I don’t feel like I’ve got the whole world 
and I’ve got to work out which bits of it to engage with.  And, um, as a result of 
that…I’ve got more direction. And I think that’s actually helped me be more 
structured in my thinking, more consistent in my approaches.” (Helen) 
Whereas this participant took ownership over the structural enhancement as her improved 
position in the university was self-developed: 
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“I have contributed a lot of… myself in the project, because I wanted, um, it to be, 
um, successful.  And I wanted finally the digital literacy agenda to be associated 
with me, but most importantly to be, um… to make senior management aware of 
this, and actually this project has been successful.  It has achieved that aim.  Um, I 
have invested a lot of myself in it…” (Andrea) 
Finally, this participant continued to enjoy the high levels of trust bestowed on him by his 
institution and re-affirmed where he is at: 
“I could take responsibility from a professional service view of, um, projects with a 
very high level of risk, but the, um, I guess trust is enough by the institution to deal 
with those and manage it for the institution.” (Patak) 
 
5.7 The Self in learning 
Transformational learning is highly personal, and throughout this chapter, various 
manifestations of the ‘self’ have been presented in relation to the findings. More 
specifically, feelings and emotions were discussed in section 5.3, the need to effectively 
interact within societal structures and develop relationships were presented in section 5.4, 
whilst perceptions of autonomy, approaches to diversity and predisposition to change of 
individuals were covered in section 5.6. Now, this section turns the focus to personal 
agency and the qualities which are important for learning in the workplace, and ultimately 
for developing as a leader over time. Specifically, this section presents the importance of 
having the desire and ability to identify the need for learning, feelings of marginality, 
inferiority and fraudulence which partly account for the desire to learn, and reflection as a 
key skill for undertaking transformational learning. 
Desire and need to learn 
It is noteworthy that all participants who were interviewed were either in the process of 
developing themselves or continued to seek out opportunities for learning and for keeping 
up with developments. This was partly due to their personal desire to learn so as to 
advance their own career or the identification of the need to learn. One participant admits:  
“I’ve been very hungry to progress and I’ve taken every opportunity” (Nishi) 
However, continuous learning and development is also identified as an expectation:  
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“I think changes in the type of higher education landscape.  Um, changes in the 
university… this university… has changed dramatically …And I think a lot of that is 
around  needing to develop with the institutional aims.  Um, so you have to develop 
yourself to meet those particular aims.” (Patak) 
However, for some participants the identification of the need for learning and development 
is a more subtle, almost unconscious process. Andrea (case 9) provides accounts of how 
change, unstable structures and the development of her role over the years have been 
subliminally forcing her to keep learning in order to cope with change.  In her interview, 
Andrea demonstrated confusion in relation to what her job title really means and whether 
it reflects what she does in her role. She perceived that the change of job titles she has had 
since she first started in post, has been accompanied with a change in her responsibilities 
and the ways in which she works, although this has not been coupled with formal 
recognition as she is still on the same pay grade. She started off in a support role, working 
with her immediate team to support individuals’ use of technology and predominantly did 
demonstrations which showcased new learning technologies. Now, she is managing staff, 
co-ordinating the implementation of institutional IT systems, managing cross-institutional 
projects and is involved in strategy development and bidding for funds.  The unstable 
financial situation of her institution means that she has low job security and she often 
questions her position. The need for increased security in times of change forms part of her 
reason for reflecting and evaluating her practice: 
 “…that project is very important.  Err, but I feel that where I am at the moment, I 
really need to see the impact of the project on the organisation, and how… where 
does this place me?  Because I feel vulnerable. Definitely feel vulnerable.” (Andrea) 
The on-going need to meet the requirements of her role is forcing her to remain reflective 
and agile. Through continuous learning and development she is able to meet the ever-
increasing demands of her role.  
Contrary to the examples provided by Nishi, Patak and Andrea in this section, which outline 
a need and desire to learn, Ingrid (case 8) provided the notable exception with regard to 
transformational learning. She was the only participant who did not personally undertake 
transformative learning or facilitate the transformation of others. Her account confirmed 
that she was aware of what she needed to do in order to achieve an enhanced status and 
change structures within her institution. She understood that there were certain types of 
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activities with which she could engage and which would transform her, especially in the 
eyes of others. However, due to past, personally traumatic professional experiences she 
was unwilling to undergo the ritual process of transformational learning. Her past 
experiences of actually having a more enhanced and influential leadership role had been 
extremely negative and for this reason she doubted whether she would allow herself to 
actively develop herself into such a role again.  
 “I guess in terms of leadership and management, the project I did… I didn’t realise 
how long ago it was.  It was in the ‘90s… It was such a traumatic experience for me 
as a project leader/manager.  A bad, traumatic experience…I really wanted to avoid 
having any sort of managerial/leadership, stick my head above the parapet 
responsibilities.” (Ingrid) 
She knows she can develop if she only allows herself to engage in certain activities, but is 
avoiding doing so despite the fact that she desires it. Willingness provides individuals with 
self-direction, choice and commitment to learning from experience (Mulligan, 1993). 
However, Ingrid’s lack of it means that she is exploring other routes for learning and 
developing further; she feels that she can develop as a leader further by taking a more 
formal route and has enrolled to do a PhD.  
Marginality, inferiority and fraudulence 
The amount, pace and breadth of change that HeLs were experiencing in relation to 
technology, their institutional settings and HE in general, contributed to their feelings of 
needing to maintain their currency. However, of particular interest are the feelings of 
marginality, inferiority and fraudulence which were common across all participants, and 
also partly accounted for participants seeking to develop themselves further. 
Anagnostopoulou (2009) discovered that feelings of being an imposter were common 
amongst the HeLs who were interviewed at the time, both in relation to their learning and 
to their leadership role. The imposter phenomenon tends to manifest itself in high 
achieving individuals who discount and are unable to internalise their achievements 
(Clance and Imes, 1978). In this research, although participants were not asked about such 
feelings, their accounts of learning and leadership were peppered with numerous 
examples, particularly in relation to the transitional/liminal phase of the transformational 
learning experiences they disclosed. A full list of the reasons for experiencing these feelings 
is available in appendix 5 and examples are provided through direct quotes from 
participants: 
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Marginality. Some participants did not feel that they were central to decision-making 
or to the core business of their university (teaching). Instead, they perceived their 
involvement to be supplementary, and they were often resigned to that.  
• “So, my role in the projects has been kind of incidental. I don’t think it matters 
too much if I’m there or not.”  (Cloe) 
• “…I think the culture here as well is, um, because I’m in a central service area, 
because I no longer do any teaching, like there has to be a certain amount of 
deferment to the… to academics who are teaching.  Which is fair enough, you 
know.” (Nishi)   
Fraudulence. Some participants felt that they lacked understanding of particular 
developments and had gaps in their knowledge base. This resulted in them acting on 
personal intuition rather than evidence or proven experience. Thus, they felt they 
were not meeting implied expectations that others in their institutions may possibly 
have of them. 
•  “I can’t be an expert in everything and I’m never going to be particularly hot 
technically and I’ve just about managed to cobble together enough, to just 
about hold my own. But sometimes I feel like I’m parroting stuff.” (Cloe) 
• “Um, I really struggle with that… and I don’t have a strong sense of where 
we’re going, really, at the moment.”  (Helen) 
• “On the build up to that day, I actually thought I was going to be exposed as a 
charlatan!”  (Nishi) 
Inferiority. The majority of participants referred to a notional value system within their 
institutions between academic and non-academic staff. As they are not academics in 
the traditional sense, they felt less important and less valued by their institutions and 
thought of themselves as second-rate citizens. 
• “…but then you do need the academic recognition…The formal element…I 
think... the more academic you are, the better it is, but in some ways I think 
that’s…not right or wrong.” (Clark) 
• “…it’s all well and good for me as a non-academic member of staff saying to 
people, “Try it in this way”, or, “Have you thought about this?”  but at the end 
of the day they can turn round to me and say, “Well, you don’t have all the 
demands on your time”, and you know?  But whereas I think if the message can 
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come from another peer, another academic peer, then it’s a bit more 
powerful.”  (Drake) 
However, consciously or not, some HeLs are actively mitigating against the imposter 
phenomenon and this partly accounts for their continuous need to seek learning (be it 
formal or not). For example, through his professional practice Roman actively mitigates 
against having feelings of fraudulence. He does this in two ways: 
a) He has a particular idealised definition of what it means to be an ‘academic’ 
(including appropriate actions and expertise) and he self-evaluates and 
benchmarks himself against this: 
“…oh, academics are awful.  They don’t… they don’t practise in an academic 
manner.  So, um, they’re quite happy to  research and write that up, err, 
appropriately, scientifically.  Evidence-based.  But the [teaching] practice is often 
completely different… I suppose that’s kind of left me feeling, um, dismayed, but 
also more confident in my own ability… part of that consultancy is when somebody 
says, “Students want…” I will challenge that and feel comfortable in that 
challenge.” (Roman) 
b) He has also held on to his teaching, part-time, which results in greater self-
confidence and affirms his expertise and leadership status: 
“… constantly thinking someone’s going to come along who really knows this stuff 
and it’s going to blow you out the water… I haven’t met anybody who does that.  
And my teaching keeps me up to date.  So I’m less likely to meet somebody who 
does that.” (Roman). 
Some participants disclosed other mitigating techniques which they used to deal with these 
feelings. These included actively reading around the imposter phenomenon and raising 
their self-awareness of when it is likely to manifest and how they can counteract its effects.  
Importance of reflection 
Argyris (1999) recognises the individual as a critical variable in his model of 
transformational  learning. In order to undertake such learning and re-examine one’s own 
governing principles, an individual needs to be able to learn new behaviours, or at least 
have the skills to learn from experience. One participant, Helen (Case 7), finds this 
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particularly difficult and she doesn’t appear to be very reflective, which is a key mechanism 
for transformational learning (Mezirow, 1997).  
“Um, I guess. I wouldn’t have thought about this until… without you asking the 
questions, but I guess I am feeling like that about this.  Yeah.”  (Helen) 
Instead she relies on past information and discussions to answer the questions about her 
role and her work:  
“Um, I think I’m in a unique position.  I remember this has come up before.” (Helen) 
It is something she struggles with, despite the fact that she occasionally reserves time to 
contemplate things in greater detail. Despite the fact that her interview provided two 
accounts of transformational learning experiences, she summarises her experiences of 
learning at work as being transactional.  
“I think a lot of the learning that I’ve been doing recently is kind of like reinforcing 
what I already knew, um, strengthening, rather than actually something brand 
new…And yes, gaining confidence.”  (Helen) 
The ability to reflect on practice and changes is important in acquiring an enhanced status 
through transformational learning. Earlier in this section, it was noted that unstable 
structures and the on-going development of one’s role prompted self-evaluation and 
reflection. However, this was not very strong in Helen’s case. It is notable that Helen was 
the only participant who did not talk about any formal development she might have had 
(through participation in conferences, staff development courses, credit-bearing 
qualifications, etc). The only external support she mentioned receiving was in relation to a 
difficult staff member she was managing. 
Formal courses as a means of learning and leadership development were not part of the 
remit of this research. However, their importance in making sense of workplace 
experiences, and mitigating against the imposter phenomenon, was noted on multiple 
occasions across participants. Being able to conceptualise one’s practice, having the space 
and time to think about how one carries out their role or gain feedback on aspects of work 
which are troublesome from more ‘able’ individuals were key components of the reflective 
process which enabled them to take advantage of the non-formal learning opportunities 
which were presented to them. Examples include: 
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Conceptualisation. Participants were able to understand their practice within the context 
of theory and acquired vocabulary, which enabled them to articulate the mental models 
they had formulated through experience. 
•  “So it’s nice to sort of do a course and to recognise that, you know, there’s kind of 
some sense behind the way you operate anyway… someone’s got a model 
somewhere that describes that.  So you’re not just making it up.  Even though you 
are!” (Roman) 
Challenging assumptions. Participants were able to engage in new ways of thinking whilst 
refining their actions in ways which would benefit others in their institution.  
• “And then having the people who were peers on the course, who were more 
operational, also able to ask me questions, almost like an action learning set up, ask 
me questions to challenge what I was doing and why I’d put certain things in place, 
also really helped me think about the exact reasons why I’d done certain things and 
get a bit more clarity… also in some cases think about how I might do things 
differently in future.  So that was very valuable experience...” (Drake) 
Feedback on work. Formal courses provided a means of validating participants’ 
assumptions about e-learning and the strategic directions they were proposing to their 
institutions by credible, more knowledgeable individuals. 
• “They’ve got a module on Strategy and Policy which is dry as sand…but actually it 
was great because I had to be assessed, I had to develop a strategy and be assessed 
for it, and it was the strategy that went forward as the [university] strategy. So I 
used that kind of development…just having, of course, um Mr. X from [another 
university] is a tutor on that particular module. So, um you know, I was able to run 
our strategy past somebody who is extremely well respected and senior at [other 
university], and that was very helpful.” (Cloe) 
The role of ‘others’ is highlighted through the participation in formal courses. However, it is 
noteworthy that immediate and trusted colleagues, who occupy similar roles, were also 
useful in promoting reflection. This is typified by the following quote:  
“We do reflect on the sessions.  Um, and that comes through both in conversations, so 
… I don’t think we went to any as individuals.  We tried… tried to take at least two 
people.  If only one to take notes while the other defended them!  Um, so clearly there’s 
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been some sort of reflection on how we thought we’d performed in each session.  And 
that… partly in the write up of those sessions as well.” (Roman)   
In this research, the ‘self’ has emerged as the most important component of learning in 
third space. Furthermore, it is the consideration of the ‘self’ in relation to ‘others’ and to 
the context that highlight reflection as a key skill for learning from experience.  
 
5.8 Conclusion 
Third space environments afford a multitude of non-formal learning experiences and 
opportunities for leadership development, if HeLs are able to effectively navigate the 
liminiality inherent in third space. These are often derived from elements of work which are 
relatively routine in the HE context and are not specifically set out to promote 
transformational learning. However, they are intense, highly emotional transformational 
experiences which provide HeLs with new ways of understanding and being in their 
context, with an enhanced status and by accommodating alterations to the structures 
around them.  
HeLs, as learners in third space, can actively construct their own transformative learning 
experiences, and shed light on the actions and practices which enable this to happen. Third 
space enables individuals to create and induce liminality, which affords them the 
opportunity to generate their own learning contexts; this will be of interest to those 
wishing to develop in their roles.  
The importance of ‘others’, how to relate to them, and a greater understanding of the 
inter-relatedness of self and context were identified as the key topics of learning. 
Interestingly, MLQ responses indicated that development in relation to these aspects was 
not a perceived need, thus indicating the transformational nature of threshold concepts as 
conceptual gateways: participants do not know what they do not know, and they see and 
act in the world guided by their existing frames of reference.  
Leadership development emerges from the opportunities provided to develop emotional 
intelligence. The importance of ‘self’ was highlighted as a key factor in participants’ 
accounts and was emphasised in the topics of learning with which participants engaged, 
whilst structural parameters which influenced learning in third space included perceptions 
of autonomy, approaches to diversity and predisposition to change. The next chapter 
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discusses these results in relation to the literature and further highlights the importance of 
these factors in learning and leadership development. 
  
 107 
 
Chapter 6: Being and becoming 
 
6.1 Introduction 
The research questions specifically enquire about the nature of the learning opportunities 
which are afforded to HeLs as leaders. Thus, this chapter aims to provide a deeper 
understanding of the results presented in chapter 5, by contextualising their importance for 
leadership development, before focusing on third space as a learning environment.  
In the previous chapter,  the findings revealed that learning involved the acquisition and 
development of knowledge, skills and abilities, whilst the mastering of the specific topics of 
learning (presented in section 5.4) led to more sophisticated understandings of the 
concepts of ‘leader’ and ‘leadership’, which ultimately shaped HeLs’ professional identity. 
However, the development of leadership credibility was also evident in the 
transformational learning experiences disclosed by participants. Notions of professional 
credibility played an important role in, and were often the result of, the transformational 
learning experiences HeLs undertook and the enhanced status they achieved (section 5.5). 
Thus, the first part of this chapter discusses the development of professional identity and 
the establishment of credible presence as outcomes of HeLs’ transformational learning 
experiences. Furthermore, it considers these in relation to HeLs’ specific knowledge base 
and how that is extended through the leadership development that takes place in third 
space.  
Having identified that third space affords transformational learning experiences (section 
5.2), this chapter further explores how and when transformational learning is invited. The 
discussion extends to the various ways in which individual leaders position themselves 
within their contexts and how the altering of their positions brings about learning and 
development, which ultimately leads to change in their professional identities. 
Finally, having discussed the nature of learning and leadership development afforded to 
HeLs, this chapter focuses on third space as a learning environment. Synthesizing the 
findings (chapter 5) and the discussion (Chapter 6) the expansive and restrictive qualities of 
third space learning environments for leaders are presented and the characteristics of third 
space and its temporal and spatial dimensions are discussed in relation to how they 
influence non-formal workplace learning.   
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6.2 Professional identity and credibility 
The importance of leaders’ credibility cannot be underestimated  if one considers 
leadership to be a relationship between those who want to lead and those who choose to 
follow (Kouzes and Posner, 2011). The following quote aptly summarises both the 
importance of others’ perceptions of a leader and the importance for those in a leadership 
role to be perceived as credible: 
“A loyal constituency is won when the people, consciously or unconsciously, judge 
the leader to be capable of solving their problems and meeting their needs, when 
the leader is seen as symbolising their norms, and when their image of the leader 
(whether or not it corresponds to reality) is congruent with their inner environment 
of myth and legend.” John Gardner (cited in Kouzes and Posner, 2011, p. 3) 
Thus, transformational leadership development must not only focus on the acquisition and 
development of knowledge, skills and abilities “to reach the souls of others in a fashion 
which raises human consciousness, builds meanings and inspires human intent " (Bennis 
and Nanus, 1998, cited in Leithwood and Duke, 1998, p. 35), but also the development of 
credibility. The research has found that credibility can result from transformational learning 
experiences in third space, the outcomes of which point to an increase of five elements of 
personal status: visibility, influence, acceptance, value and knowledge (presented in the 
previous chapter, section 5.5). 
As previously noted, HeLs have departed, at least partially, from their academic discipline 
and they now operate in between the academic, administrative and technical domains of 
an institution. Inherent notions of professionalism exist within each of these, based on the 
definitions of those individuals who traditionally occupy them. However, professional 
identities are constructed in relation to others (Kelly, 1992) and thus, HeLs’ professional 
identity is subjectively dependent on two interpretations of their positionality (Evans et al., 
2006):  
a) How each HeL positions themselves in relation to each of these domains and how 
he/she chooses to differentiate him/herself from them. This will depend on their 
personal backgrounds (Beetham, 2001). For example, if they were originally 
software developers who became interested in the educational merits of 
technology, they may be more aligned to the technical domain and have a service 
approach to their work; whereas if they were academics who became interested in 
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how technology can further education, they may be more firmly based in the 
academic domain and may take more of a developmental approach than be 
service-oriented. 
 
b) How others interpret HeLs’ position in relation to theirs. For example, an academic 
or an administrator may perceive a HeL as being technical, that is, related to 
institutional IT systems and not teaching, whereas someone from the IT 
department might perceive them as being more in the administrative domain, but 
with strong links to the academic community. 
Hall (1996, cited in Grant, 2007) talks about these as points of ‘temporary attachment’, 
resulting from interplay between outer social discourses and personal processes of 
subjectification. Within third space working, the research has found evidence of HeLs 
actively reconstructing their professional identity, their points of attachment, by 
undertaking personal professional projects of the self. HeLs differentiate themselves from 
particular domains, which are infused with a host of traditions and assumptions, and 
reconstruct their professional identity, depending on how they want to be perceived and in 
relation to how they perceive themselves: 
“… for me one of the key issues with coaching is listening, and allowing people time 
to think and time to think aloud.  So they can try ideas out. Um, just gets into a 
different conversation space than, you know, that kind of expectation that, “Hi, I’m 
from the IT department.  What can I do for you?””  (Roman, case 4) 
HeLs are also associating themselves closer to or further from others, depending on who 
they are interacting with: 
“My formal job title when I was appointed is completely different to how I describe 
myself now.  And I’ve never gone through any formal renaming process…So I 
currently describe myself, it depends on who I’m talking to, but Senior Lecturer In 
Technology Enhanced Learning.  I’m still sort of sitting on the cross between E-
Learning and Technology Enhanced Learning.  It depends who I’m talking to … I 
mean, so when I’m with the Heads of E-Learning I call myself the Head of E-
Learning. Inasmuch as I call myself anything. And it really depends who I’m talking 
to; whether it’s an academic, whether it’s internal, whether it’s external.  I sort of 
shift my title to what I think suits the audience.  Whether I get it right or not is 
 110 
 
another matter… I still think E-Learning is possibly more descriptive for people who 
are not in the field.  Not in the domain, if you like.  But it’s perceived by a lot of 
people inside the domain as old-fashioned and out of date.” (Ingrid, case 8)   
This re-construction of professional identity is not founded on notions of classical 
professionalism (Hargreaves and Goodson, 1996), which is based on scientific certainty and 
specific practical and technical knowledge, the kinds of knowledge that HE institutions 
understand well and aim to instil in their students. Ifanti and Fotopoulou (2011) note 
several studies in relation to the difficulties inherent in defining professionalism because it 
is socially constructed and based on evolving cultural and geographic differences. As third 
space is continuously reconstituted, through the non-stop interplay between liminality and 
stability, so are the notions of professionalism inherent within it and the identities of those 
who occupy the various domains. A more appropriate position would be to view 
professionalism as an ideology, and professionalisation as the process used to gain status 
and privilege in accordance with the prescribed ideology (Johnson, 1972 cited in Eraut, 
1994). 
Eraut (1994) asserts that the idea of professionally-specified norms of behaviour and the 
associated ways that services are delivered, means that others tend to conform to certain 
conventions and do not question the professionalism of those delivering the service. 
However, HeLs do not make it easy for themselves as they continuously question their 
‘situated certainty’ within the particular domains, whether this is to meet the goals of the 
institution or their personal goals. For example, this could include seeking increased 
security or expressing personal preferences on which technology is adopted institutionally. 
The on-going questioning and challenging of paradigms and practice, which partially results 
from the multitude of changes HeLs are experiencing, prompts self-reflection and often a 
deviation from ways of being, which were previously established and deemed acceptable 
by others. In order to re-constitute their professional identities, however, they need to find 
themselves in strong trusting relationships, based on respect and reciprocity, as they are 
placing themselves into a vulnerable state (Robertson, 2011). In chapter 5, it was noted 
that one of the research participants (Ingrid, case 8) did not feel she could enter this 
vulnerable state, and it is noteworthy that the relationships around her were not ones 
which could facilitate the re-constitution of her professional identity.  
A deviation from the specified norms of behaviours and service delivery prompts others 
who interact with HeLs to question the conventions on which their relationship is based, 
 111 
 
and ultimately challenge the professionalism and credibility of HeLs. Indeed, credibility and 
the lack of it, was a key element of the reasons for the manifestation of the imposter 
phenomenon in the research participants. By differentiating and continuously repositioning 
themselves, they personally marginalise their existence within their institution, and the 
liminal conditions within third space open up their professional identity to even further 
debate. It is at the interface of each professional domain where tensions and conflicts arise 
(Anagnostopoulou, 2007). So, despite third space being an axiocratic environment, which is 
entered based on legitimate expertise (chapter 2), the question which is continuously being 
asked by others is whether HeLs have the right to occupy third space and contribute to 
cross-institutional projects in the ways that they do.  
The lack of consensus on how to define professionalism (Evans, 2008) means that the 
notion of credibility within a profession is also ill defined. It will come in a variety of forms, 
some of which will be acceptable to those of a particular domain, and some not. The 
apparent delineation of professionalism as an accepted set of norms, which is an 
expression of what is required and expected (Evans, 2008), means that positionality is 
important in both defining professionalism and also proving one’s legitimate status within 
their profession. However, these norms are not necessarily defined by institutional senior 
management (Troman, 1996, cited in Evans, 2008); HeLs enjoy a significant amount of 
autonomy partly because there is a lack of understanding by senior management of their 
role. This autonomy enables them to reconstruct their identity, as and when necessary and 
almost at will.  
The research identified three types of credibility within participants’ accounts of their 
experiences at work:  
• Academic credibility. The perceived lack of academic credibility was the main 
reason for feelings of being an imposter manifested in HeLs (see section 5.7). 
Denoted by a specific employment contract within HE, this is credibility which is 
sourced from access to a defined body of knowledge (Hargreaves and Goodson, 
1996), and by being a bona fide teacher with considerable practical experience of 
teaching or involvement in research (Land, 2004).  
 
“The power and status of professional workers depends to a significant 
extent on their claims to unique forms of expertise which are not shared by 
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occupational groups and the value placed on that expertise.”  (Eraut, 1994, 
p. 15) 
 
HeLs operate in between three domains (academic, administrative and technical), 
however they are not firmly rooted in any of them. Each of the domains comes 
with its set of knowledges, both explicit and implicit, though the knowledges are 
not unique to HeLs. In their accounts, participants differentiated themselves from 
IT professionals, who work firmly within the technical domain and claim ownership 
of the knowledges with which they work, extend and develop (for example, 
hardware, software, installs and upgrades), and from academics who lay claim over 
the knowledges of their subject discipline, and over the delivery of teaching, 
learning processes and assessment methods. The fact that HeLs are not the sole 
custodians of the knowledges of any of the domains in which they operate, coupled 
with their formal elements of employment, such as their type of contract, results in 
low academic credibility.  
 
Although HeLs do not contest the ownership of knowledges in each of the domains 
by the professionals who lay claim to it, they do however take ownership over the 
uniqueness of the combination of knowledges. HeLs’ specific expertise lies in the 
way these domains are brought together to lead the enhancement of learning and 
teaching. Whitchurch (2013) views this as expertise in performing functions of 
translation and contextualisation, which require agility in moving back and forth 
between the local concerns in each of these domains.  
 
Illustratively, the knowledge domains of HeLs are presented in figure 3. Each 
overlapping circle represents a domain of knowledge held by each of the 
professional groups which are traditionally found in HE institutions – academics, 
administrators and technical staff. The overlap between the circles is where 
translational and contextualisation functions are performed, whilst the central part 
of their overlapping position signifies third space, the notional cultural, intellectual 
and ideological space with which this thesis is concerned. Land (2004) further 
highlights that staff similar to HeLS have the privileged position of having 
institutional and often national views of developments which are not available to 
their discipline-based colleagues. Knowledges about such developments are 
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represented by the ellipses, and together with the overlapping circles, they are 
located within the wider world of knowledge. The circles are not fully contained 
within the ellipses as it is possible to have direct exchange of knowledge with the 
wider world without engaging with the knowledges represented in the institutional 
or HE sector. The items listed under each heading are derived from participants’ 
accounts (in bold), and literature (in italics), and some are based on personal 
experience/speculation (plain font). Further research would be needed to verify 
the precise nature of these knowledges.  
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Figure 3: HeLs' knowledge domains 
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• Institutional credibility. This type of credibility was demonstrated by invitations to 
participate in projects, to contribute personal views and to provide advice to senior 
decision makers, or being given additional responsibilities and remits. Institutional 
credibility was more subtle, as it was often informally bestowed, and it may or may 
not have resulted in formal recognition, such as a change in employment contract, 
job title or remit. Institutional credibility was a result of integrity and personal 
integration in the institution (Hargreaves, 2011), and of being seen to provide a 
useful service without being judgemental (Land, 2004). Such legitimacy was 
constructed by individuals on an on-going basis, related to knowledge of the 
institution (Whitchurch, 2013) and was bestowed by members of the institution 
onto the individual. Notably, those participants who enjoyed high levels of 
institutional credibility appeared to have their professionalism and credibility 
questioned less. 
 
In the following quote, Cloe (case 1) exhibits high institutional credibility and 
helpfully places it into context:  
 
“… I know, these conversations go on at very high levels and I know I am 
not party to them, despite the fact I’m actually on a very senior grade…it’s a 
little bit irritating, not to be fully in the loop, but that’s where I am in the 
structure. But then again, I have had emails from two of the Vice Provosts 
separately asking me my views on some of this. So, that’s good. I am 
listened to, but I’m not part of that inner cabal of people who make that 
final decision.” (Cloe) 
 
whilst low credibility is exhibited by Ingrid (case 8): 
 
“I think one of the issues that my team have, not just me, is that we tend 
not to be invited to be involved in these kind of projects. I think because 
quite often the senior management team don’t understand what we do or 
what we can do. Um, and if we get involved we have to push our way in.” 
(Ingrid)   
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• External credibility. This is recognition of achievement outside a HeL’s own HEI, 
where a HeL is presented as an innovator or a role model from which others can 
derive inspiration. Participants viewed external credibility as a means of facilitating 
employment mobility across the HE sector: 
 
“I think it’s a very smart thing to do [blogging and tweeting], because it 
means that you are well known. So if want to go for a job somewhere, um 
people know of you, you’ve got a profile already. I mean, if I wanted to go 
for a job somewhere else, I’ve got very high credit at [my university], but 
I’m not in a very good position to go elsewhere because I haven’t got that 
external profile.” (Cloe, case 1) 
Perceived notions of academic credibility have played an important role in the learning 
experiences which HeLs undertook, whilst institutional credibility appeared as an element 
of HeLs enhanced status after their transformation. Both of these are revisited later in this 
chapter.  
 
6.3 Learning and leadership development 
This section discusses how the importance of credible presence links to learning in third 
space. It moves the discussion on to what it means for HeLs as a collective, by examining in 
greater detail how learning from experience assists HeLs to develop as leaders in their field. 
The national survey carried out by Beetham (2001) identified ten central activities with 
which learning technologists engage. Participants rated keeping abreast of current 
developments in learning technologies as the most important activity. To an extent, HeLs 
can be deemed to be learning technologists who have acquired more senior positions as 
TEL has become more strategically important. Therefore, this can partly account for all of 
the participants being actively engaged in seeking out learning opportunities and 
undertaking personal development projects.  
The knowledge domains illustrated in figure 3 are helpful in outlining the areas of learning 
that HeLs need to undertake for their continuous professional development. However, 
caution needs to be exercised in viewing these as distinct, independent fields that are not 
influenced by outside forces. This does not only apply to the domains as areas of 
knowledge, but also to separate areas of work within an institution. Therefore, it is 
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suggested that it would be unreasonable to look for a single type of relationship between 
this group of professionals and theory (Jones, 2004) and its development and application in 
the workplace. 
Whitchurch (2013) asserts that knowledge in third space marks a shift towards what Eraut 
(1994) terms ‘propositional knowledge’. This allows the construction of an evidence base 
for on-going decision making, an evidence base which is continuously being updated and 
requires individuals to be current and up-to-date with developments in their fields. This 
indeed is a tall order for HeLs who deal with a number of domains in which they need to 
maintain currency.  
Nonetheless, figure 3 unwillingly perpetuates ‘learning as acquisition’ and ‘learning as 
product’ models of learning, by outlining things than need to be learned in order to have an 
understanding of each domain. However, the acquisition of specific knowledges which add 
to the existing conceptual framework of an individual HeL was not the focus of the 
research. Indeed, it was the transformational learning which affords shifts in conceptual 
paradigms, beliefs and values that was of interest and which the thesis links to the on-going 
professional development of HeLs as leaders. Therefore, the research was concerned with 
identifying and understanding the nature of the transformational learning opportunities 
and actively sought to link it to leadership development. By recognising ‘learning as 
identity’ (chapter 3) it views leadership development as the (re)construction of professional 
identity. 
Interestingly, the topics of learning identified through the research (presented in section 
5.4) all relate to building appropriate interfaces between the knowledges and relationships 
with the people who identify with and are defined by these. The topics of transformational 
learning in third space were all related to others: 
• Understanding the importance of others and how to relate to them 
• Understanding of self in relation to others 
• Understanding inter-relatedness and the wider context of their institution. 
These are in not dissimilar to the issues for ‘leadership learning’ discussed by Middlehurst 
(1993) which include learning about oneself, others, organisational know-how, 
management skills and being able to deal with ambiguity. However, these three topics 
imply particular ways of being and acting for HeLs. These topics, once acquired and put into 
practice, alter the conception of what it means to be a HeL and how best to go about 
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leading the e-learning agenda in one’s institutions. In mastering these topics of learning, 
participants transformed their conceptions of what it meant to be ‘leader’ of e-learning and 
of ‘leadership’ more generally.  
The new conceptions of ‘leader’ and ‘leadership’ are based on a more sophisticated 
understanding of people, relationships and contexts, resulting in a shift in how they 
perceive themselves and their inter-relatedness. As participants’ viewpoints shifted, so did 
their practice (noted in section 5.2) thus noting the irreversible nature of the learning 
which has taken place. The troublesome nature and the difficulty in engaging with the 
concepts are described by the ritual pattern of the transformational learning experiences. 
Participants crossed a conceptual gateway which was transformative, integrative, 
irreversible and troublesome, thus highlighting ‘leader’ and ‘leadership’ as the threshold 
concepts (Land, Meyer and Baillie, 2010) afforded by the transformational learning 
experiences afforded by third space working practices. 
This echoes the threshold concepts which were identified by Yip and Raelin (2011) in their 
teaching of leadership within a formal HE course; they found that the concepts of 
situational leadership and shared leadership, were the two main concepts which, if 
mastered, opened up new conceptual gateways and transformed their students’ 
understanding of leadership. Both of these concepts highlight the importance of others and 
of context, especially in third space working in which there are no appointed leaders and 
leadership emanates from multiple members in third space projects. Interestingly, one 
participant (Nishi, case 2) actually referred to situational leadership as a theoretical 
concept she had discovered and was a type of leadership to which she was aspiring. Her 
third space experiences have enabled her to truly engage with the concept and master it 
from a personal perspective (learning by doing) rather than just engage with it on a 
theoretical level (learning about doing). 
The topics of learning and threshold concepts which were identified resulted in the 
enhanced status of HeLs via increased knowledge and skills, value visibility/approval, 
influence and acceptance, and ultimately led to greater levels of credibility.  By redefining 
how they position themselves in relation to others and their contexts, and the on-going 
negotiation of their positionality as perceived by others, HeLs reconstructed their 
professional identity in ways which were more credible and appropriate to the situations in 
which they found themselves.   
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For example, through seeking affinity with academic staff (i.e. by disclosing relevant 
information about themselves to others, such as previous teaching experiences or personal 
involvement in research), HeLs could increase their academic credibility. Similarly, in 
appropriately presenting, discussing and raising awareness of work which is perceived as 
being of value to others, could result in greater institutional credibility. This is illustrated by 
Drake (case 6) who talks about his topics of transformational learning, and the importance 
of relating to others in ways which are perceived to be useful, so as to forge new 
relationships with others and bring about enhancements in existing ones.  
Interviewer: So what did you learn that’s made a lasting impact on the way that 
you lead?   
Drake:  “Um, I think the main thing is, um, for me it kind of comes back to 
communication and relationships, really…if we can intervene at an early stage in 
person, so if we can show willing from the point of view of being able to engage 
with people, support them, … putting that work in up front to make people aware 
that we are a team that is available, that we’re sort of proactive, that we can be 
reactive to people’s needs and requirements, and that if people can see that we 
have… do have this genuine desire to… to help them progress rather than to put 
technical challenges in their way, then I think they’re more likely to keep engaging 
with us and see us as a kind of positive team…more empathetic in that sense….And 
sometimes it just comes down to giving them the confidence to be able to  let go of 
old ways of working and move in a new direction… and letting them know that they 
do have the full backing in terms of support from our team.  Um, so for me it’s vital 
to establish these relationships, and make sure that communication is effective with 
the people who we’re working with.” 
In forging and maintaining effective relationships in third space there is a period of sense-
making involved, during which complexity is analysed and understandings are framed in 
combination with one’s own knowledge base (Land, 2004) of the multiple domains and 
experiences acquired through previous interactions. The complexity of the field implies a 
variety of practices, and Land (2004) identifies 12 orientations/variations which educational 
developers adopt in their work in order to forge effective relationships, based on credibility 
and professional respect. He further states that it is unlikely that a single individual will 
demonstrate or use all of these.  
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As the diversity of individuals encountered in third space is significant, the requirement to 
employ multiple approaches is imperative. Indeed, the research shows that the learning is 
based around the awareness of the variations in practice identified by Land (2004), the 
multiple ways of engaging, and the ability and agility to move between these variations. 
Through the building of relationships, both the process and the outcomes of HeLs’ 
transformational learning experiences are related to the development of social and 
professional capital; Whitchurch (2013) links this to professional credibility, without which 
an individual in third space would feel disempowered.   
Based on participants’ accounts, if the topics of learning were to be located within the 
knowledge domains presented in figure 3, then they would be positioned at the 
intersections between domains; through their workplace learning, HeLs built interfaces 
between the knowledges by interacting with others in these domains. The learning about 
translational needs and contextualisation result in the creation of learning partnerships 
between individuals in third space which influence each other and have an immediate 
leadership effect.  Robertson (2011) states that with a sociocultural view of leadership, 
practice and learning are inextricably linked, and together they support a pedagogy for 
making a difference; the creation and nurturing of reciprocal relationships promotes 
information sharing and the re-invention of practice to enhance the lives of diverse 
communities, by highlighting their inter-dependence. As such, learning whilst leading (and 
becoming whilst being), is an inherent aspect of leadership.  
Furthermore, the research identified four participants who also facilitated the 
transformational learning of others, and sought to affect their paradigms, beliefs and world 
views. This ‘master of ceremonies’ role within the ritual process of learning is akin to that 
of a teacher, someone who designs contexts for learning and invites people into these. This 
encapsulates the “spirit of the leader as a grower of people” (Senge, 2006, p. 329) and 
leads to the appreciation of professional credibility from a different perspective – the 
perspective of a learner, and not just another member of staff with whom a leader 
interacts and works. Several studies have highlighted the importance of credibility 
judgements affecting how learners and teachers connect with each other (Evans, 2012), 
and the importance of credible sources in relation to workplace learning (for example, 
Watling et al., 2012). Teachers continuously highlight the need for learners to use credible 
sources in their learning and to critically evaluate them, and HeLs are not exempt from this. 
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Based on others’ existing knowledge and prior experiences, HeLs’ credibility is continuously 
evaluated. 
 
6.4 Inviting transformational learning  
Vågan (2011) posits that situated learning theories alone leave unaddressed the various 
ways in which individuals position themselves within their social contexts and how the 
altering of their positions also brings about change in their identities. As such, and for the 
purposes of the discussion, the thesis considers that participants operate within their 
respective institutions – each is based within an ‘institutional society’ – and relates their 
levels of participation as leaders to their accounts of their transformational learning 
experiences.  From HeLs’ accounts it was evident that they participated in third space at 
varying leadership levels. This was also evidenced by their formal elements of leadership 
(for example, their titles and salary grades) and also the way in which they described their 
roles and their learning experiences. For instance, it could be said that Ingrid (case 8) has a 
peripheral leadership role especially with regard to articulating a vision for e-learning and 
leading its implementation. Emphasis has been added (bold type) to the elements of her 
account which denote this: 
“… I’m looking at it and thinking, “I’m really not sure it’s achievable”, it’s just the 
sheer volume of… of change, I guess.  And because I’m not quite sure where the… 
we’ve got this curriculum framework, but at the moment we don’t have a Learning 
and Teaching Strategy, or Academic Strategy.  Apparently both are coming…And 
as I say, these two guys want to get onto the implementation.  And I think, “Well, 
hang on a minute, we don’t have a strategy yet.”  We don’t know what people’s 
ideas are about what they want to do with technology... So it’s just whether I can 
find the time.  It’s just basic things like I’ve got marking coming in… Like the three 
modules on our new lecturer programme this month.  And thinking, “How do I cope 
with… manage the balance, if you like?” So I guess I’m still sort of struggling to 
find a strategy.  I’ve managed to get the PVC on board, and she’s organising 
meetings … I guess that’s my strategy… I tend to try and do it, not from… I guess 
lead from the back, I guess.  I like people to think they’ve had a big say in where 
they’re going.”  (Ingrid) 
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Whereas Patak (case 3) is at the core of leadership activity within his institution, as 
demonstrated by his description of his work (emphasis added): 
““I think the other thing is to be on top of those changes… and to drive them from 
here… a lot of those changes are driven through our work or recommendations to 
the University from this department.” 
“…So, um, I think the enthusiasm, the key to doing it was bringing enthusiasm to 
actually understand the angst from other people… and I guess having vision as 
well, err, to be able to sell that vision of where we wanted to try and get to…We’re 
still doing it.  We have an ambition to do it.  The university is invested in it.  Um, so, 
you know, the university wholeheartedly buys into that concept now, so I think in 
terms of that I feel that that’s a success, because we’ve changed the university’s 
acceptance of why we want to do it and how we want to do that.” (Patak)   
Indeed, Ingrid and Patak’s activities define the beginning and the end of a spectrum of 
leadership participation within their respective institutional societies, with Patak being the 
most active and Ingrid the least. More specifically, participants’ accounts offer 
contextualisation cues in relation to vision, influence and values, the three dimensions of 
leadership on which many leadership definitions are based (presented in section 3.4).  
Figure 4 below presents the ends of each spectrum.  
 
  Contributing to the  
development of vision 
 Defining and  
articulating vision 
Vision   
       
  Supporting individuals in their use 
of technology in learning and 
teaching 
  
Leading cross-institutional change 
Influence   
       
  Pessimistic about what can be 
achieved, little faith in the TEL 
agenda 
 Seeking diversity, embracing 
change, increased social 
responsibility 
Values   
       
Figure 4: Dimensions of leadership spectrum 
 
All participants offered similar contextualisation cues through descriptions of culturally 
figured activities (i.e. how HeLs position themselves in relation to others, events and 
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resources) which enabled their symbolic positioning at varying points within that spectrum. 
It is noteworthy that Vågan (2011) asserts that identifying this type of outcome in research 
is only possible if the study is carried out by an insider, as it requires privileged access to 
the knowledge about the various symbolic capital which activities carry within an 
institution. As such, the contextualisation cues would only be accessible to and 
interpretable by other HeLs, and as a researcher-practitioner, I am able to offer this unique 
perspective to the research. 
Furthermore, five levels of participation were identified from the research data. The table 
below provides a non-exhaustive list of activities which characterise each level of 
participation.  
 
Level 1 Level 2 Level 3 Level 4 Level 5 
Teaches on 
modules for new 
lecturers and 
encourages 
individual uptake of 
technology, 
contributes to 
policy and strategy 
development, 
contributes to 
cross-institutional 
projects if invited 
to do so, supports 
and encourages 
individuals 
Consults others  
and obtains 
feedback from 
stakeholders on 
projects, supports 
others in leading 
cross-institutional 
change projects, 
provides 
suggestions and 
alternatives, does 
not engage with 
senior 
management 
Initiates projects , 
gains approval and 
encourages others 
to engage with 
these projects, runs 
workshops to 
actively engage 
diverse 
stakeholders, 
demonstrates 
possibilities in 
relation to future 
direction, does not 
routinely engage 
with senior 
management 
Leads aspects of 
large cross-
institutional 
strategic projects, 
influences 
strategy/policy by 
informally advising 
senior 
management, 
presents evidence 
and briefs key 
stakeholders, 
presents potential 
strategic directions, 
actively 
collaborates with 
others across the 
institution, takes 
ownership of 
projects 
 
Leads entire cross-
institutional 
projects, formally 
advises senior 
management, 
provides vision, 
initiates and leads 
change (including 
restructures), takes 
decisions on behalf 
of institution, 
supports and 
groups/teams, 
empowers others 
to change, take 
ownership of 
agendas 
Table 10: Levels of leadership participation and representative activities 
 
There are three points of qualification in relation to this table: 
• Typically, HeLs operating within a particular level of participation may include 
engaging in activities which appear in lower levels of leadership participation, but 
not in activities which appear in higher levels. For example, if a HeL was operating 
at level 4, they may also engage in activities which appear in levels 1-3, but they do 
not engage in level 5 activities. 
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• The levels above do not denote a novice to expert trajectory. Indeed, there is no 
explicit intention or desire to achieve mastery (for example, a citizen does not 
necessarily want to become Prime Minister). The levels are simply ‘containers’ 
which describe particular types of engagement and impact in relation to others.  
• Being at/near the highest participation level with one’s institutional society does 
not equate to taking a managerial approach. However, evidence suggests that 
participants (for example, Nishi and Andrea) have sought to develop strategic 
alliances and to gain support from hierarchically powerful individuals by building 
bridges through project work. This provides a means of further integration into the 
fibres of the institution.   
With each level of participation (moving from left to right), interactions between those 
leading societal change and the general public within their institutional societies become 
more complex and multi-faceted, and the impact leaders have on others is greater. With 
each level, the relationships leaders have to society becomes deeper and the commitments 
to its goals become greater. This view of HeLs engaging in their respective institutional 
societies brings the concept of leadership closer to active citizenship, which demonstrates 
“a commitment to one's chosen community to support the creation of knowledge, 
responsibility, common identity and shared culture” (European Commission, 2005, p. 5). In 
the case of HeLs, this refers to a culture of using technology to enhance learning and 
teaching.  
In society, active citizenship may be demonstrated by simply going to vote during election 
time, but could also involve greater degrees of participation such as becoming local 
councillor or a member of parliament. Akin to this notion of citizenship, all of the 
leadership participation levels presented in table 10 are valid and the reasons for engaging 
at each one depend on a number of factors (personal interest and commitment, resources, 
scale of desired influence, time, etc), and predominantly on the expectations that each 
institution has in relation to the responsibilities associated with the role of HeL. Similarly, it 
is acknowledged that different levels of participation are appropriate for HeLs at different 
times and in relation to varying aspects of work, and operating at level 1 is equally as valid 
as operating at level 5 in this spectrum of activity. Thus, for example, Ingrid (case 8) is 
justifiably engaging in aspects of her role such as marking, influencing strategy, etc (she is 
not disengaged), but she is peripheral to leading change, articulating a vision and leading 
others to achieve that vision.  Indeed, this is similar to Lave and Wenger’s (1991) notion of 
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legitimate peripheral participation, in relation to their work on situated learning and 
Communities of Practice. 
Figure 5 presents the positioning of all research participants within the spectrum of 
leadership participation. This figure takes into account the points of qualification in relation 
to table 10 and presents the highest levels of participation, as containers, nested within the 
lower levels. However, through this positioning, a number of significant observations came 
to light. 
 
Figure 5: Participants' levels of leadership participation 
 
 
Learning happens ‘at the cusp’ 
Participants who experienced transformational learning did so whilst at the cusp of a level 
participation as they were becoming more integrated in their institution and their 
leadership role. More specifically, transformational learning took place when HeLs 
increased their level of participation from their usual modus operandi. It is likely that 
through their increased participation, participants’ frames of reference proved inadequate 
in understanding the experience, thus creating a cognitive disequilibrium/dilemma, and 
they were forced to enter into a period of critical self-reflection on their experiences 
(Mezirow, 1997). However, not only did their world view of change management alter, thus 
marking an epistemological shift (change in world view), but there was also a marked 
ontological shift which resulted in “a change in their being in the world including their 
forms of relatedness” (Lange, 2004, p. 137).  
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The theory of ‘possible selves’ offers a conceptual link between cognition and motivation, a 
way of describing how one’s hopes, fears and goals provide incentives for future behaviour 
(Markus and Nurius, 1986). Ibarra’s (2004) work on identity is helpful in offering an 
understanding of how transformational learning happens at the cusp of each level of 
increased leadership participation in an institutional society. Ibarra asserts that as well as 
the private self-identity, which one personally develops, and the externally-imposed 
identity, which results from positionality, one also has a number of ‘possible selves’, images 
of possible future identities about who they might wish to become.  These possible selves 
are a result of an individual’s detachment from older, outgrown, less desirable identities 
and their exploration of still-unformed possible future identities, which exist only in their 
head. Individuals enact these possible selves through activities, relationships and narratives 
and test them out, refine them, whilst disengaging from and discarding existing and 
previously-held identities.  
Thus, when a HeL enters into a new an increased level of participation in third space, they 
enter situations which challenge them. In these situations, they test out new possibilities 
for themselves as leaders, they act in particular ways, and they forge/nurture new 
relationships and talk about themselves and their work in a different light. In doing so, they 
explore a ‘possible self’ as a more active leader and get a preview of  what a potential new 
role might involve and the viability of their future within it. Knowledge and experience is 
acquired, compared and contrasted with older conceptual frameworks and new ways of 
being are developed, practised and endorsed. As such, new personal self-identities are 
formed, and through the enactment of the ‘possible selves,’ an individual re-positions 
themselves in relation to others.  
The following quote illustrates how one participant enacts and tests a ‘possible self’ in third 
space whilst crossing into a higher level of participation. He takes on the leadership of a 
project, he exposes himself to new people and relationships, and his narrative provides a 
confirmation of how he would like to transition his ‘possible self’ into a firm new future 
identity: 
“Um, but I think the types of opportunities you get when you’re leading on a project 
you might not necessarily get when you’re a member of a project team.  For 
example, the areas where you have to go and speak to senior committees about a 
change of process, and you’re constantly talking about it.  So, you’re able to 
articulate the vision a bit more effectively. I think in terms of a sort of… a role in the 
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future, moving into, you know, a later career role.  Having that experience of  being 
able to work across an institution and being able to implement and lead on 
change… leadership as a sort of quality in terms of looking at a future role, the type 
of projects that I’ve been involved in have really helped me to try and develop that 
area of myself… I don’t think I would have been able to have got that from, say, a 
full day training workshop… I think it’s the actual doing of it that has really helped 
me to develop the sort of practical application of change management or 
leadership theories.” (Drake) 
‘Possible selves’ serve as cognitive and emotion filters by which individuals can enact new 
environments and incentivise future behaviour (Ibarra, 2004). However, it is also notable 
that ‘possible selves’, as positional perspectives, can be tested and rejected. Ingrid’s (case 
8) past experiences denote the testing of a ‘possible self’ within a higher level of leadership 
participation and the rejection/postponement of the development of a new identity. 
Indeed, Ingrid’s negative past experience at a higher level of participation resulted in a 
conscious move back towards the periphery, and her firm establishment within a lower 
level of leadership participation. Ingrid desires a new ‘possible self’, but appears fearful of 
the transformational process involved: 
“…It was such a traumatic experience for me as a project leader/manager.  A bad, 
traumatic experience. I really wanted to avoid having any sort of 
managerial/leadership, stick my head above the parapet responsibilities. And, um, 
sort of having to come to terms with, “Actually, if I want to do anything, get 
anything done, I’m going to have to do that again”.  So I’m gradually building up my 
courage and being a bit more proactive.  A bit more leading from the front as it 
were, instead of leading from the back.” (Ingrid)   
On the other hand, those who did not experience transformational learning for themselves 
(Ingrid and Patak) described their work experiences in third space in ways which placed 
them firmly within a particular level of participation. Through the experiences they 
described, there was no evidence of experimentation with ‘possible selves’ nor an attempt 
to acquire a preview of what the future might hold. Patak was already at the highest level 
of leadership participation (figure 5) and he did not discuss behaviour that would see him 
more engaged in the future, whilst Ingrid already had a view of what the future held, but 
had postponed transitioning into the new identity.  
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Credibility and knowledge-based/institutional-based trust  
With each move towards the level 5, HeLs gained institutional credibility. Participants’ 
experimentation with their new positionality at a higher participation level resulted in the 
re-construction of others’ perception of them in the process. As noted previously, the 
transformational learning, which resulted from the exploration of ‘possible selves’,  
brought about an enhanced status for each HeL and ultimately institutional credibility. 
However, it is also possible that HeLs as leaders may appear more or less 
credible/trustworthy within a higher participation level to others depending on their 
enactments.  
It is noteworthy that those who were in the lower levels of leadership participation 
appeared to have high levels of knowledge-based credibility as leaders; this trust is 
cognitive in nature, relates to perceived competence and expertise, and as such, 
participants were trusted and respected as experts in their field.  Those who were at the 
other end of the spectrum and had higher level leadership participation, appeared to enjoy 
higher levels of institution-based trust/credibility; this trust is character-based and relies 
more on the emotional ties between two parties in a relationship and results from the 
mutual exhibition of care and concern (Zhu et al., 2013). Indeed, it is the latter, affective 
type of trust which has been highlighted by Zhu et al (2013) as a mechanism capable of 
translating leadership into positive transformational outcomes for an organisation.  
An interesting example of this is again provided by Ingrid, who attempted to engage at a 
higher leadership participation level through a formal interview process. In her account, 
Ingrid disclosed that she had recently attempted to transition into a new ‘possible self’ 
when she applied for the post of ‘team leader’. This was a newly added layer of 
management under the new organisational structure in which she operates, and did not 
get appointed. In this instance, as a result of the enactment of her ‘possible self’ during the 
recruitment process, she enjoyed adequate knowledge-based trust (as an expert in the field 
she was invited for an interview) but she may not have been deemed institutionally 
credible enough to be allowed to operate at a higher level of leadership participation, 
which also came with increased the responsibility and authority of team leadership. This 
rejection of Ingrid’s ‘possible self’ by others resulted in feelings of disappointment, 
injustice, and resentment. This may also hinder the enactment of Ingrid’s future ‘possible 
selves’. 
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Complexity of relationships  
Relationships at higher levels of leadership participation appeared more complex and 
multi-faceted. For example, at the lower levels of leadership participation HeLs engaged in 
activities such as communicating benefits of TEL to others and informing them of examples 
of good practice, supporting their use of technology and involving them in selecting 
appropriate technologies to implement; whereas at the higher levels, examples of HeLs’ 
work included changing beliefs about the use of technology in learning and teaching, and 
empowering others to make lasting changes to their practice.  
The higher end of the spectrum often required HeLs’ ‘possible selves’ to engage with 
degrees of political activity to which they were not accustomed. The following conversation 
illustrates the testing and refining of various ‘possible selves’ in relation to increased levels 
of leadership participation and political awareness:   
Cloe:  “I suppose, I am a bit more cautious about setting things going and thinking 
who do I need to consult… and I just want to jump in and do it, that has kind of been 
my modus operandi, but now I realise actually, I’m very likely to put senior noses 
out of joint if I don’t make sure that I talk to people in a certain order and in a 
certain way. And I’m a bit more politically astute, I think.” 
Interviewer:  So what’s made you learn about this and change your practice? 
Cloe:  “Getting it wrong, you know!  We’ve got this project, to… and it has three 
Vice Provosts, all with a stake in it, um and two of them are the senior sponsors. I’m 
kind of realising these are big egos um, and you just need to do it absolutely right.  
It’s made me very cautious. So, I got a couple of things wrong at the beginning, but 
I’m learning now.”  
At the higher levels of the spectrum the ‘possible self’ is also a manifestation of a more 
political self. Crossing into higher participation levels provides training for the political self, 
resulting in a more disciplined noticing of codified cues which contain tacit knowledge and 
enable leaders to recognise and appropriately navigate sensitivities and hidden agendas. 
The political dimension of any organisation cannot be underestimated and political 
awareness is being highlighted in literature as an essential part of any leadership role, 
despite the fact that many leaders feel that they do not have the skills to operate in a 
political context (Dudman, 2007).  
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A useful example is provided by Nishi (case 2) who is aware of a hidden agenda in relation 
to the task at hand, but only because it was disclosed to her by her manager and not 
because she picked up on any cues.  The level of discomfort this type of political element 
brings is described below:  
“Well, I see stuff I’m not supposed to see.  Like my boss would go, “No, we look at 
this”.  And basically he was like, you know, “I want to see what these people are 
capable of.  If they’re up for it”.  You know?  All the challenges that we’ve got 
coming up.  You know?  “We’ve got no room for… to carry anybody, da, da, da, da”.  
You know?  “And we can’t do it on our own.  We need the next tier down to be 
taking on a lot more responsibility”.  So… it’s interesting, because that changes.  
Well it changed my perception of… on the one hand I go in and I’ll do the work, but I 
was very sort of wary… there was quite a lot riding on this in a way that in a 
normal, um, project there isn’t.  Well, I suppose there is.  But it’s probably not as 
explicit.”  (Nishi) 
Civic virtue  
Fullan (2001) posits that organisations transform when they establish mechanisms for 
learning within in the various routines of organisational life, with the most powerful 
incentives residing in the face-to-face relationships among its constituents.  
“Leaders in a culture of change create these conditions for daily learning, and they 
learn to lead by experiencing such learning at the hands of other leaders. Leaders 
are not born; they are nurtured”. (p. 131) 
As change agents, HeLs are involved in what Fullan terms reculturation - transforming the 
culture of their institutional society by facilitating the transformational learning of others 
and changing the structures around them to support new ways of working. Thus, if there 
was an implied ‘novice to master’ trajectory within the spectrum of levels of participation 
in figure 5, then it would probably be more closely aligned with the development of a 
master teacher. However, these would not be teachers in the traditional sense, having 
been trained in a traditional academic environment (classroom, with students, etc), but in 
an environment which allows various degrees of participation in teaching activities, is 
highly diverse and political, and is a ‘liquid’ environment which has the ability to change 
those within it and be changed in the process. 
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As previously mentioned, the research found four explicit accounts of fostering the 
transformational learning of others. Interestingly, though, these accounts came from 
research participants who were positioned across varying levels of the leadership 
participation spectrum. This prompted a closer examination of the data, which revealed 
that these accounts were all derived from only male participants. Indeed, all male 
participants disclosed experiences of this. What was of particular interest in their accounts 
was that they had very strong expressions of organisational citizenship (Organ, 1988; 
Organ, 1997), and more specifically of civic virtue; this is defined as having and displaying a 
sense of responsibility and commitment to the organisation. Interestingly, this is deemed 
predominantly as a male characteristic of effective organisational behaviour (Kidder and 
Parks, 2001).   
Those participants exhibiting low civic virtue, tended to be concerned with tasks and 
projects which supported individuals rather than the entire institution, and belonged to the 
lower leadership participation levels. Whilst those who exhibited high civic virtue (all male 
participants and those at the higher end of the spectrum) were more concerned with 
achieving institutional goals, contributing to the ‘greater good’ within their institution 
whilst taking ownership and demonstrating commitment to the TEL agenda. 
Illustratively, examples of civic virtue from each of the four male participants are provided 
below. They discuss the effects of their previous and on-going work and take ownership of 
the agendas on behalf of their institution, thus contributing to a better future: 
 “There’s an acceptance of technology to support the curriculum. Huge acceptance.  
There’s been a huge change in the University in the last couple of years… I suppose I 
would like to say it’s all through my hard work, but I think the whole department, 
actually we’ve done an awful lot of work on that.”  (Patak) 
“…the university is just not engaged in.  So I think for me it’s trying to put all these 
things together.  Um, in a comprehensive sort of structure that we don’t separate 
things and lose the impact by having them separate, and possibly, working, not 
together to achieve something, but against each other.” (Roman) 
 “…I would hope that that there would be the softer skills, that they’d pick up from… 
not just myself but through other ways… and encouraging them to take that bigger 
view…giving them assurance that what they do is right and I’ll stand behind 
them…” (Clark) 
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 “So in that respect we’ve sort of crossed a threshold in terms of their learning.  And 
adopted a process that they wouldn’t want to relinquish now.” (Drake) 
Despite the fact that these participants are placed across the various levels of figure 5, 
within their accounts it is possible to identify subtleties which denote greater or lesser 
levels of leadership participation (for example, Patak would like to take personal 
responsibility for changing his entire institutional culture, whilst Drake still talks about 
helping individuals change and learn).  As such, it is proposed that levels of civic virtue also 
vary accordingly across the spectrum of leadership participation.  
Emotional labour 
Mezirow (1997) discusses the cognitive elements of transformative learning but has been 
criticised for uncoupling these from the affective elements (Kokkos and Tsimboukli, 2011). 
Indeed, transformative learning experiences were highly emotional for all participants; 
however, it is noteworthy that those individuals at the lower end of the leadership 
participation spectrum demonstrated high emotional labour. Emotional labour is defined 
by Crawford (2011) as the public face of leadership and relates to the need to manage 
one’s own emotions. The higher the disconnect between the emotions that are felt by an 
individual and those they are required to exhibit, the higher the emotional labour which is 
required in order to carry out one’s job (Hoschchild, 1979 cited in Crawford, 2011).  
Levels of disillusionment in relation to e-learning were evident at the lower levels of the 
spectrum, and those HeLs who were at the lower end needed to expend greater emotional 
labour to continue to promote the use of learning technologies as a means of enhancing 
learning and teaching. Participants’ disillusionment is illustrated by the following quotes: 
“I have days when I just sometimes sit and think, you know, “What… is this learning 
technology really of any use to anyone at all?”  My whole career is about this, and is 
it…?  You know?  I just totally lose faith.”  (Helen) 
 “…somebody’s put a quote up …and I thought that is so where I’m at.  She was sort 
of saying in one of her publications…“We’ve been on this cusp of technology driving 
this transformational change for about the last 15 years, 20 years.  We’ve never 
actually got there yet”….that’s been the strapline of almost every project I’ve been 
involved in since about 1996…” (Ingrid) 
In contrast, those at the higher end of the spectrum remained enthusiastic that much can 
be achieved by helping others to change their views about the use of technology.  
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In summary, how leadership development is afforded by third space environments was 
discussed in this section. Through increased participation, a more sophisticated 
understanding of complex professional relationships is fostered, in which trust and 
credibility is sought and established, political awareness is developed and tested, and 
institutional commitment is strengthened. The characteristics of high/low participation in 
the spectrum of leadership participation are summarised in table 11 below: 
 
Low participation  High participation 
Low complexity relationships  High complexity relationships  
Knowledge-based trust/credibility Institution-based trust/credibility 
Low civic virtue  High civic virtue 
High emotional labour Low emotional labour 
Table 11: Summary of high and low participation characteristics 
 
6.5 Third space as a learning environment  
In this research, the importance of the situated nature of learning is acknowledged and 
showcased through the choice of theoretical and analytical frameworks. Therefore, it is 
now appropriate to focus on third space as a learning environment and discuss its 
characteristics and dimensions.  
Space 
As defined in chapter 2, third space is a notional cultural, intellectual and ideological space 
and not a fixed space, with identifiable boundaries which contain a number of resources 
that interact with each other. However, phenomenology advocates that a person and their 
environment are inextricably linked; a person is in-the-world, and therefore exists within 
space and time. This is also true of the ritual process of learning which has inherent notions 
of space (i.e. passing through a threshold) and takes place over a period of time in which 
the past, present and future are brought together to create an enhanced status for the 
initiated. Therefore, this section considers the interplay between third space and 
physicality of participants’ spaces in which they operate, so as to further understand the 
learning environment in which leadership development takes place. 
Resources (people and things) are drawn into work environments depending on a 
perceived deficit/need and the promise a resource holds for offering progression and 
resolution.  Indeed, HeLs are one such resource within third space. As there is only one HeL 
within each HEI, by default they are perceived to have unique expertise and they will find 
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themselves drawn into various situations, many of which will be around problem-solving 
and troubleshooting. Indeed, the more ambiguous, complex and problematic the task at 
hand appears, the greater the need of others for information and expertise to reduce 
uncertainty; in turn this leads to increased social dependence, opening up the possibility of 
achieving an enhanced status through acceptance and influence (Turner and Oakes, 1986).  
However, this also has implications when considering third space as a learning environment 
as it not only contains what it currently known to exist and is available within it, but can 
also include anything/anyone that affords promise of assisting with the achievement of the 
particular goal or task at hand. Thus, third space is not necessarily limited to working 
between the academic, administrative and technical domains of an institution, but may 
include processes, partners, ideas and views, cultural elements, other projects, etc; ‘third 
spaces’ as a concept would indeed be a more accurate description (Whitchurch, 2013).  
HeLs do not only maintain their environment (by adhering to processes and procedures), 
they actively engage with it (by adopting and negotiating the various structures) and 
transform it in ways which are outlined in section 5.6. However, this does not imply a single 
directionality. Phenomenologically, a person makes the world and the world makes the 
person – both exist together and can only be interpreted as part of the holistic relationship 
(Inwood, 1997). Multiple examples of this are provided by the participants, who both 
change their environment and are also changed by it – enhanced status and enhanced 
structures are mutually transforming. This is even more evident in the participants who 
also facilitated the transformation of others.  Turner (1969) explicitly discusses the 
preparation and creation of ritualised space in facilitating transformations (the 
environment shapes the nature of relationships) and Fullan (2001) captures the 
responsibility HeLs have toward others to facilitate their sense of embeddedness:  
“Leading in a culture of change does not mean placing changed individuals into 
unchanged environments. Rather, change leaders work on changing the context, 
helping create new settings conducive to learning and sharing that learning.” (p. 
79).   
Thus, the expert status of HeL/leader/teacher comes with the responsibility to create and 
maintain environments capable of full participation by others (Evans et al., 2006). Such 
environments are highly desirable as they can afford opportunities for learning from 
experience. Evans et al (2006) would term third space an ‘expansive environment’ for 
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learning.  Synthesizing the findings (chapter 5) and the discussion (chapter 6) it is possible 
to outline the expansive and restrictive qualities of third space for leaders, as experienced 
by the research participants.  These are listed in table 12 below, and can also be viewed as 
a series of continua against which participants located their experiences: 
 
Restrictive Expansive 
Restricted opportunities to engage with diverse 
contexts ; isolated, limited contexts 
Opportunities to engage in multiple, diverse work 
contexts  inside and outside of the workplace 
Narrow: Access to learning restricted in terms of 
tasks/knowledge/location 
Breadth: access to learning fostered by cross-
institutional experiences 
No opportunities for reflection Opportunities for reflection  
(including access to and encouraged take up of a 
range of formal training courses and qualifications)  
No opportunities for transition to full leadership 
participation 
Opportunities for transition to full leadership 
participation  
Aim: Partial expert/ full participant Aim: Well-rounded e-learning leader/full participant 
in institutional society 
Ambivalent acknowledgement/recognition of HeL’s 
expertise and experience 
Explicit acknowledgement/recognition of HeL’s 
expertise and experience  
Work/projects limit opportunities to extend identity; 
little boundary crossing experienced; limited 
distancing and approximating opportunities 
Work/projects foster opportunities to extend 
identity through boundary crossing into higher levels 
of leadership participation; both  distancing and 
creating proximity is possible 
Limited opportunities to gain institutional credibility; 
knowledge-based expertise is more valued  
Opportunities to gain institutional credibility; 
institutional expertise is valued  
Hierarchical superiors as gatekeepers Hierarchical superiors as 
enablers/supporters/sponsors 
HeL does not trust own competence/ability of own 
team; does not delegate  
HeL views own team as enablers/trusted peers; can 
delegate tasks and jointly reflect on work-related 
issues/tasks with them 
Table 12: Expansive and restrictive qualities of HeLs' third space 
 
Another way of viewing the physical resources which are associated with participants’ third 
space experiences is as tools and filters,  which enable or hinder HeLs’ work practices and 
learning experiences. However, they also have symbolic properties which need to be 
acknowledged in relation to learning and development. For example, the employment 
contract of academic staff was highlighted repeatedly throughout the research as the main 
reason for the arousal of feelings of marginality, fraudulence and inferiority. This contract, 
in its physical sense, along with other formal elements of employment (for example, job 
descriptions, organograms, pay grades, committees), provide a means for ordering 
university life and structuring interactions in the workplace. As a filter, they set patterns of 
expectations with regard to action and compliance. However, symbolically, for the 
participants, the academic contract represents exclusive knowledge and recognised 
expertise, freedom, belonging and power. Ultimately, it symbolises the professional 
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credibility discussed previously in this chapter, and functions as both the instigator of the 
process of transformational learning and is also the result of it. 
Symbolism connects the physical elements of space to the possible selves of the future. In 
this research, the academic contract and its symbolic meaning came through strongly in 
participants’ accounts, which is why it is possible to discuss it here. However, further 
research is needed to fully understand other symbolic instigators of transformational 
learning in third space.   
Distance 
The context of learning not only contain the environment, the tools, people and 
knowledges which exist within third space (and can be drawn into third space at will), but 
also includes the knowledges, skills, motivations, emotions and personal qualities which 
each HeL brings to it as learners (Luckin, 2010) and as leaders (Middlehurst, 1993). It is 
precisely these personal resources which enable a HeL to make value judgments, about 
what is ‘present-at-hand’ (what exists in the world) and what is ‘ready-at-hand’ (what is 
immediately useable or useful). Based on their personal interpretation, resources are 
filtered and meaningfully emplaced in third space, thus making leadership a social process 
involving self-reflection and a continuing dialogue between self and other entities 
(Heidegger, 1962; Inwood, 1997; Middlehurst, 1993). Of particular interest is the notion of 
distance in third space. 
Distance is considered in relation to the pre-liminal phase (separation) from existing ways 
and places of being for each HeL (through the analysis of the transformative learning 
experiences) and how these were catered for in third space. However, distance in third 
space cannot be measured in the traditional sense in metric units, although there is a 
notion of near and far as well as elements being accessible or inaccessible. ‘Social distance’ 
was evident in participants’ accounts, as were the variety of ways HeLs used it to 
accentuate similarities and differences in relation to others. Third space was both a source 
and a resource for manipulating social distances. Drawing on a social identity theory, 
developed by Tajfel and Turner in the ‘70s and ‘80s (Turner and Oakes, 1986), it is possible 
to consider how aspects of each HeL’s self-conception of their identity is transformed and  
re-enforced in third space.  
Participants used a self-centring schema of social distance which they increased or reduced 
accordingly between themselves and other individuals or groups in third space as a means 
of enhancing their status; this is generally a sign of affirmation and defence for one’s own 
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identity (Codol et al., 2006). However, in this instance it was also a means of experimenting 
with and establishing a new identity. By exercising autonomy in relation to their choice of 
work and orchestrating stability and instability during the liminal phases of their work, HeLs 
manipulated social distance in a number of ways. They actively: 
• Created distance between themselves and their work in relation to the IT support 
department, so as to manage others’ expectations. 
• Created distance between themselves and the staff they manage by entrusting 
operational elements of e-learning to them, enabling HeLs to focus on the more 
strategic elements of the role. 
• Reduced distance between themselves and hierarchical superiors, so as to achieve 
greater visibility and eventually gain personal support and for the e-learning 
agenda. 
• Learned about and negotiated cultural differences/distances between themselves 
and other stakeholders, so as to gain a greater understanding of how the 
institution works and how to further navigate its structures. 
Distance is also considered in relation to how HeLs lead and how they believe they lead the 
TEL agenda. Central to Argyris and Schon’s (1974) argument about transformational 
learning is that people in organisations have mental maps about how to act in various 
situations, although their actions do not necessarily represent their views, values or beliefs.  
The research findings demonstrate that HeLs were often responsible for creating anti-
structure and communitas as a means of reconciling their espoused theories and their 
theories-in-use. Closing that gap is a central responsibility of leadership (Heifetz and Linsky, 
2004). 
Illustratively, Roman’s case (case 4) highlights the existence of restrictive structures which 
define particular approaches and actions in the workplace (theories-in-use), and his desire 
to break away from these in order to reconcile his vision, values and beliefs about e-
learning (espoused theories) with his actions. For this reason, Roman projects himself so as 
to understand what the future holds (in terms of technological advancement), he learns 
about the potential that the future holds and returns to his current situation, formulates a 
vision (about TEL) and actively guides others towards it. 
 “…our horizon needs to be further than the people around us.  So we have, err, 
focus groups of academic staff and we talk about, err, what curriculum reform 
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should achieve.  And the difficulties for me with that, the challenge is, is that what 
they’re doing is looking backwards.  So, “What would be really great is if we could 
do last year in a different way”.  Where I’m trying to look forwards five years, and 
forget yesterday. And that’s very difficult.”  
 “There’s no point solving yesterday.  We’ve got a long way to go…Um, so most of 
that was about getting out and fact finding.” (Roman) 
This continuous cycle of projection, reflection and action enables Roman to carry out his 
role in ways which reconcile his espoused theories and his theories-in-use, and also reduce 
the distance between the current state of affairs and the more desirable future.  
Belonging 
Individuals in third space increase their understanding of their personal embeddedness in 
their workplace and amplify their sense of civic virtue, commitment and loyalty through 
being offered opportunities to transition between levels of leadership participation. The 
alignment of their own efforts to the institutional agenda provides a means for bonding 
and contextualising their relatedness to other entities in third space and their positionality 
in time.  
“…And I wanted finally the digital literacy agenda to be associated with me, but 
most importantly to be, um… to make senior management aware of this…” 
(Andrea) 
As such, the spatial dimensions do not only include a totality of useful things and their 
relational distances, but also a sense of belonging to the world, a sense of human 
embeddedness (Gaál-Szabó, 2013; Inwood, 1997). Studies by Garsten (1999) and Tempest 
and Starkey (2004) note that fostering a deep sense of belonging in the workplace is 
particularly difficult to achieve in a rapidly changing environment which requires short-
term and time-bound working arrangements. However, its importance in learning is well 
acknowledged. There is much literature which considers learners’ sense of belonging to 
their places of study and the importance of this to their achievement, especially when it 
involves transitioning from one place to another (i.e. from school into higher education, 
traditional campus-based learners becoming online/distance learners, etc). More 
specifically, Tinto (1993) points to integration as a key ingredient for the success of the 
learner. Indeed, he sees student withdrawal as a barometer for measuring the social and 
intellectual health of an institution – a measure which is similar to staff turnover rates 
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within organisations, which denotes a high percentage of a workforce having already 
detached from their less desirable identities and moved on to new ones (Ibarra, 2004). 
However, Tinto highlights the necessity of a two-way relationship which is required to 
develop this integration; the institution needs to demonstrate its commitment to the 
learner as much as the learner needs to demonstrate commitment to the institution.  
Therefore, third space is best conceptualised as a space of relational happenings, “as what 
transpires between situated people and their placed artefacts-in-use” (Küpers, 2011, p. 48). 
Time 
“Leaders need an intelligent gaze, to be able to look at themselves in the mirror of self-
awareness and reflect on who they are as people” (Kenning, 2002, p. 1) and third space 
brings together past, present and future in numerous ways to facilitate this intelligent gaze. 
Phenomenologically, time is an essential constituent component of one’s personal identity 
and as such, there are no atemporal meanings and theories (Inwood, 1997) in the 
discussion about learning in third space. 
Indeed, the notion of time within third space has been evident throughout the thesis as the 
research sought to identify long-term impact for leaders of short term experiential learning 
opportunities.  It has also been encountered in the following ways: 
 
• Considering the non-formal learning opportunities which arise through work meant 
that it investigated the phenomena of work and learning which take place 
simultaneously.  
• In relation to the research participants, HeLs’ past and its contribution to their 
liminal existence, is combined with the challenges faced by HeLs at the present 
moment, and culminates in their future ‘possible selves’ being proposed and 
tested. 
• Discussions of HeLs’ past, present and future are complemented by their 
references to the rapid change they are experiencing, the rhythms of work, waves 
of change and cycles of activity.  
• Even through the analysis of the data, their learning experiences were mapped 
against the pre-liminal, liminal and post-liminal phases of the ritual process, thus 
implying a notional timeline of duration and sequence. This timeline will vary 
depending on the experiences described and could be a rather short affair 
(duration of a meeting or an away day) or a longer project which can span years.   
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Finally, of particular interest to this research has been the notion of timing in relation to 
learning, and more specifically one’s readiness to undertake a transformative experience.  
This is related to both the ability to learn as well as the motivation and intent to learn.  
Interestingly, and reminiscent of Ingrid’s case, Prosser and Trigwell (1999) posit that intent 
is more fundamentally important than the skills needed to learn.  Her ‘personal foundation 
of experience’ (Boud and Walker, 1990) was indeed a barrier for her learning from 
experience, as her past distressed learning compelled her to install personal and social  
behaviours which kept her firmly in her comfort zone, aiding short-term survival, but 
leading her to idealise the intellect of leadership , but not engage in the action and practice 
of it (Postle, 1993). This is not because she did not have the disciplined noticing which is 
required (Boud and Walker, 1990), but  she was less willing than others to explore her 
predispositions and open herself up to possible rejection of another ‘possible self’.  As 
such, learner readiness is related to leadership maturity. If an individual is not prepared to 
undertake transformational learning, then they will continue to do things in similar ways, 
possibly better, possibly quicker, and refining processes and skills as they go along. 
However, in order to mature as a leader, acquire higher levels of responsibility and gain 
greater institutional credibility, an individual must be willing to engage in transformational 
workplace learning experiences. 
 
6.6 Conclusion 
The kinds of activities with which individuals are able to engage in the workplace, due to 
affordances and personal engagement, have consequences for the knowledge individuals 
construct through work (Billett, 2008). This research has found that workplace hierarchies, 
affiliations, relations, cultural practices and personal credibility (expertise and 
trustworthiness) influence the leadership participation afforded to individuals. 
The theory of ‘possible selves’ (Ibarra, 2004) is a useful way of understanding 
transformational learning ‘on the cusp’ of increased levels of leadership participation in an 
institutional society and ultimately, a way of understanding leadership development in 
third space. Successful testing of ‘possible selves’ in third space, results in negotiated social 
integration and increased institutional credibility of an individual within their institution. 
The testing of ‘possible selves’ is focused on critical reflection and not on a list of 
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predefined norms and values and can triggered by engagement at the higher levels of 
leadership participation. 
This brings the concept of leadership closer to active citizenship, the promotion of which 
requires opportunities to learn about and practice autonomy, responsibility, co-operation, 
and creativity (European Commission, 2005). These enable a sense of personal worth, 
especially when working with the challenges posed by a rapidly changing and diverse 
society. However, having the right to participate in society is not the same as doing so, or 
being equipped to do so (European Commission, 2005). Learning and development happen 
when an individual is either empowered to use particular abilities or experiences them in 
others (Benn, 2000).  
A summary of the research, its conclusions, limitations and implications are offered in the 
next and final chapter of thesis. 
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Chapter 7: Summary and conclusion 
 
7.1 Summary of the research 
The significant amount of change taking place in the higher education sector has required 
institutions to rethink the ways in which they respond to external and internal drivers. The 
breadth, pace and amount of change, driven by government agendas, cuts across multiple 
core institutional functions and redefines notions of excellence. Many institutional 
initiatives set up to meet the demands of such drivers do not comfortably sit within a single 
academic or administrative department but instead require blended professionals 
(Whitchurch, 2008; Whitchurch, 2013) with a mixed portfolio of work to operate at the 
‘fracture lines of academia’ (Rowland, 2002 cited in Hicks, 2005, p. 176).  
HeLs in UK HEIs straddle the academic, administrative and technical domains of an 
institution to lead the enhancement of learning and teaching through the use of 
technology. As such, they lead in third space (Whitchurch, 2008; Whitchurch, 2013), a 
notional cultural, intellectual and ideological space characterised by liminal qualities and 
potential new ways of being for the individuals who occupy and interact within it.  
However, in the ever-changing HE environment, one must question how HeLs, as leaders, 
learn and develop in their roles to meet the various academic and institutional agendas.   
The leadership literature calls for leaders to continuously learn and evolve, to model the 
learning they expect from others and to contribute to organisational learning (Argyris and 
Schön, 1974; Senge, 2006).  Although Anagnostopoulou (2009) highlighted that the exercise 
of leadership can also afford non-formal learning experiences that lead to personal growth, 
there is a notable absence of literature relating to learning and development in the unique 
context of third space environments and in times of rapid change. As this is an increasing 
area of work across HEIs, clarification was sought as to the affordances of third space as a 
potential learning environment, the implications of which are of interest academically and 
professionally to individuals and institutions alike.   
Influenced by existing literature about learning in the workplace (Billett, 2002a; Billett, 
2002b; Billett, 2004a; Billett, 2004b; Boud, Cohen and Walker, 1993b; Boud and Garrick, 
1999; Eraut, 2000b; Eraut and Hirsh, 2007; Evans et al., 2006), the research explored the 
affordances of third space as a learning environment and questioned how learning and 
leadership development take place through non-formal workplace experiences.  More 
specifically, the following questions formed the focus of the research. 
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Research question: 
• What is the nature of the learning opportunities that are afforded to Heads of e-
learning through their leadership role in UK HEIs? 
Sub-question: 
• How does this relate to the behaviours leaders wish to develop and exhibit, 
especially in a period of rapid change? 
In framing the research, the concept of liminality (Turner, 1969; Van Gennep, 1960) was 
employed as a theoretical framework and was used to explore the role of HeLs and the 
nature of third space environments in detail. This provided a focus on qualities, rather than 
fixed attributes, and also a complementary understanding of HeLs’ identity through 
belonging, professionalisation and positionality. Finally, the phenomenon of learning was 
conceptualised as socially constructed identity formation and leadership development was 
deemed to be a result of learning.  
In order to address the challenges identified by others researching non-formal learning 
(Eraut, 2000b), a mixed methodological approach was employed. The first research 
question was addressed phenomenologically, whilst also drawing on symbolic, 
interpretative approaches (Turner, 1969) and the Ecology of Resources framework (Luckin, 
2010) to inform the analysis of the data derived from nine in-depth interviews with HeLs 
from UK HE institutions carried out via Skype.  This unique combination of approaches not 
only provided an understanding of the lived experience of non-formal learning through 
leadership, but centred the focus on transformative learning experiences. Mapping the 
workplace experiences to Turner’s (1969) tri-partite structure of tribal rituals confirmed the 
appropriateness of the conceptual framework and created smaller units of study through 
which third space affordances and resources were explored in greater detail.  
Answering the sub-question also relied on the use of secondary quantitative data. Data 
previously derived from the Mulit-factor Leadership Questionnaire (MLQ) developed by 
Avolio, Bass and Jung (1996) provided self-declared information of leadership behaviours 
participants wanted to exhibit more frequently, and therefore provided areas for potential 
development. These were considered in relation to the threshold concepts identified as 
part of HeLs’ transformational learning experiences. 
With regard to learning in third space environments the research concludes: 
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• Third space is an expansive learning environment which affords transformational 
learning experiences that permanently alter the ways in which one understands the 
world and affects their subsequent experiences of professional life. Those who 
undertook transformational learning also disclosed lasting changes in their practice as 
leaders (section 6.5). 
• Transformational learning opportunities are offered through engagement with 
elements of work that are relatively routine in HE (section 5.2). However, the power of 
third space lies in its affordance for individuals to induce liminality by creating anti-
structure and communitas (section 5.3).  HeLs’ actions actively created opportunities 
for receiving feedback and engaging in critical reflection so as to confront everyday 
norms. This signifies the creation of personalised learner-generated contexts, and 
offers insights into how third space can be moulded to provide the greatest 
developmental opportunities for those who engage with it.  
• The emotional intelligence and personal resilience of an individual affects the learning 
they undertake, whilst third space provides environments in which emotional 
intelligence can be developed (section 5.3 and 5.4).  All three topics of transformational 
learning were related to ‘others’ (section 5.4). These were: 
o Understanding the importance of others and how to relate to them 
o Understanding of self in relation to others 
o Understanding inter-relatedness and the wider context of their institution. 
These topics formed the foundation for participants’ engagement with the threshold 
concepts ‘leader’ and ‘leadership’ (section 6.3). 
• Transformational learning in third space environments is underpinned by participatory 
practices and takes place when individuals increase their level of leadership 
participation from their usual modus operandi (section 6.4). The transformation of self 
takes place through the testing, enactment and establishment of possible new 
professional identities (Ibarra, 2004). More specifically, through increased 
participation, an individual’s existing frames of reference prove inadequate in 
understanding the experience. This then forces a period of critical self-reflection, 
during which experiences can become the basis of learning that results in both an 
epistemological and an ontological shift. 
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• Structural parameters which influence learning in third space include the levels of 
autonomy that an individual enjoys within their role, the diversity of individuals with 
which they engage and the levels of change they experience (section 5.6).  
• Consistent with literature (Evans et al., 2006) the status of ‘self’ is a key factor in 
transformational learning (section 5.7). Of particular importance to transformational 
learning is personal readiness (section 6.5), which is related to both the ability to learn 
from experience, as well as the motivation and intent to learn.  
This research actively sought to explore the relationship between transformational learning 
and leadership development. By recognising ‘learning as identity’, leadership development 
is viewed as the (re)construction of professional identity. Thus, with regard to leadership 
development the research concludes that: 
• Liminal conditions in third space environments provide a means of reconciling a 
leader’s espoused theories and their theories-in-use (section 6.5), which is highlighted 
as a key responsibility of leaders (Heifetz and Linsky, 2004). Although participants made 
conscious efforts to undertake learning and develop in their role, the topics of 
transformational learning were not predefined (they did not know what they did not 
know) (section 5.4) and therefore did not engage in specific activities in order to 
address their needs. 
• Leadership development focuses on the acquisition and development of knowledge, 
skills and abilities, and also the development of credibility (section 6.2). Increased 
credibility can result from transformational learning experiences in third space, the 
outcomes of which point to an increase of five elements of personal status: visibility, 
influence, acceptance, value and knowledge (section 5.5 and 6.2). 
• Three types of credibility were identified: academic, institutional and external. 
Academic credibility (and the perceived lack of it) played an important role with 
respect to engaging with learning experiences (sections 5.7 and 6.5), whilst institutional 
credibility appeared as an element of HeLs’ enhanced status after their transformation 
(section 6.4). Higher degrees of institutional credibility are accompanied by greater 
expressions of civic virtue (setion 6.4), including concern for the achievement of 
institutional goals, demonstrating ownership of the TEL agenda and contributing to the 
‘greater good’. Furthermore, when high levels of institutional credibility are enjoyed, 
academic credibility appears to be assumed, not questioned or seen as less important 
(section 6.2).  
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• Third space environments offer a fertile ground for developing a more political self 
(section 6.4). The enactment of higher levels of leadership participation results in a 
more disciplined noticing of codified cues, which contain tacit knowledge and enable 
leaders to recognise and appropriately navigate sensitivities and hidden agendas. 
• Third space environments enable leaders to explore, negotiate and affirm their 
professional identity by offering opportunities to change one’s self, change others 
around them or change institutional structures (section 5.6).  Individuals engaging in 
third space practices increase their understanding of their personal embeddedness in 
their workplace and amplify their sense of civic virtue, commitment and loyalty.The 
alignment of their own efforts to institutional agendas provides a means for bonding 
and contextualising their relatedness to other entities in third space and their 
positionality in time. Furthermore, individuals employ a self-centring schema of social 
distance so as to increase or reduce it accordingly between themselves and others in 
third space environments as a means of enhancing their status (section 6.5). 
• Learner readiness is linked to leadership maturity. An individual’s readiness to 
undertake transformational learning is related to increased levels of leadership 
participation (section 6.5). Therefore, active citizenship in third space environments is 
proposed as a platform on which to build leadership development (section 6.4). This 
enables the practicing of autonomy, ownership, responsibility, working through 
ambiguity and diversity, and learning to navigate complex working relationships in 
order to achieve increased credibility. 
 
7.2 Limitations and further research 
Knowledge acquired from Anagnostopoulou (2009) and the greater LFHE project, as well as 
the use of secondary data, enhanced the contextual validity of the research. With regard to 
external validity, it is important to acknowledge the limitations of this research. More 
specifically:  
•  The relatively small number of participants interviewed due to the nature and 
timescales of an EdD thesis and the study was heavily reliant on HeLs’ self-reported 
experiences, as is the case with much phenomenological research. 
• The findings from the research may not be applicable for, or generalisable to, leaders 
not in the unique position of HeL (middle management, new professionals) or leaders 
outside HE, because value systems vary significantly. Further investigations could be 
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carried out to explore the affordances for learning of third space environments outside 
the HE sector and compare findings with this research.  
• The study conceptualises learning and leadership development as the development of 
identity in the workplace. However, the workplace is only one of many arenas in which 
identity is formed (Evans et al., 2006). As such, further research could usefully explore 
how out-of-work experiences complement in-work experiences and contribute to 
leadership identity formation. 
Other areas of future investigation which arise directly from the research findings include:  
• With regard to third space, and arising from section 6.5, further research could be 
carried out to establish how the symbolism in third space environments can instigate 
and result in learning. 
• With regard to HeLs, further research could usefully confirm and extend the 
knowledges presented in section 6.2. 
• With regard to learning and leadership development, of particular interest would be 
how active citizenship can be practically implemented in workplaces to promote 
leadership development. 
  
7.3 Contributions to academic and professional knowledge 
The uniqueness of the role of HeLs and the third space environments in which they 
operate, the need for leadership development in times of great change and the absence of 
literature which considers perceived development needs and how the work environment 
may cater for these, provided the foundations for an original contribution to academic and 
professional knowledge.  
Although there many research findings, it is equally important to note the theoretical 
implications of the research and more specifically in relation to theories of liminiality. 
Although the concept of liminality originates from the field of anthropology, it has been 
applied to a number of other fields (chapter 2). When applied to the phenomenon of 
learning, it has been seen as a starting point, a perceptual gateway to the understanding of 
new concepts of a specific subject discipline.  This aspect is emphasised by Meyer and Land 
(2005), who discuss the understanding of concepts required for the mastery of subjects and 
how formal HE curricula can be enhanced to take students through the periods where they 
get ‘stuck’ in a liminal space. This application uses the vocabulary of tribal rituals to 
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describe the qualities associated with different stages of learning, the nature of the 
acquired concepts, the emotional aspects of learning. However, through this research, it 
was discovered that not only can one describe learning in this way, but that 
transformational learning, as an activity, actually follows the pattern of a ritual process. As 
all of the transformational learning experiences described by the participants had defined 
separation, transition and re-aggregation phases (see 5.3) it is possible to conclude that 
theories of liminiality are not limited to being used metaphorically or just as borrowed 
vocabulary to describe the phenomenon of learning. These theories also have structural 
significance and value in the study of informal transformational learning experiences and 
events which shape professional identity. 
Whitchurch (2010) was the first to apply the concept of third space, a postcolonial theory 
of identity (Bhabha, 1994), to the higher education context. This thesis complements 
Whitchurch’s application of third space theory and extends it by linking the hybridity of the 
third space working practices in HE and their liminality with the phenomenon of learning. 
This research extends the learning and leadership development literature by raising 
awareness of the nature of the learning opportunities available to leaders and how these 
can be constructed within institutional third space environments. It documents these in a 
time of great change and offers HeLs a means of acknowledging and managing the 
uncertainties and ambiguities surrounding their role. This is a central responsibility for 
leaders (James, Mann and Creasy, 2007). For HEIs, this research highlights how it can 
support its staff to evolve in line with institutional vision and expectations and foster 
opportunities for personal growth in ways which are directly relevant to the achievement 
of its strategic goals. 
More specifically, the unique methodology employed and the outcomes of this research 
have provided an insight into how third space workplace experiences can facilitate 
personalised learning and leadership development. The study of each of these phases of 
the ritual process highlights actions and parameters that can be used to recognise 
emergent learning opportunities as they arise in the workplace. A greater understanding of 
(a) how detachment takes place in the workplace, (b) how to facilitate the introduction and 
take advantage of appropriate liminal qualities in third space activity, and (c) ensuring that 
structural enhancements are in place after the event, can assist in the planning of more 
deliberative workplace learning and ultimately, the continuous professional development 
of leaders through the elevation of self. Moving from reactive learning to deliberative 
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learning would mean that some self-identified areas for personal development could be 
addressed more directly.  
It is tempting to regard rituals as possibly having universal characteristics that could be 
understood. However, Bell’s (1992) work cautions against this by introducing a less 
functional view of them, in the form of ‘ritualisation’ as a possible strategic way of being - 
"a way of acting that is designed and orchestrated to distinguish and privilege what is being 
done in comparison to other, usually more quotidian, activities." (p. 74). Viewed in this 
light, the mapping exercise of the transformational learning experiences and the closer 
examination of HeLs’ actions, through which the active self-creation of liminality takes 
place, promotes a greater understanding of how learner-generated contexts are designed 
(Luckin, 2008). The concept of learner-generated contexts breaks down the boundaries 
between what it means to be a teacher and a learner, or otherwise stated, a creator of 
knowledge and a consumer of it. Through the identification and increased awareness of 
HeLs’ actions which have brought about transformative learning for self and others, a 
greater understanding of how third space environments afford learning is achieved. Thus, 
the ways in which third space can be moulded to provide the greatest developmental 
opportunities for those who occupy it are revealed. Living through workplace experiences, 
thinking back and willing forward future ‘possible selves’ is a way of being for leaders, 
which also facilitates their continuous professional development in third space 
environments. 
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Appendices 
 
Appendix 1: Invitation to participate 
Invitations to take part in the research were based on the following text and were sent to 
all eligible participants on the 8th of March 2013.  
Dear [insert name], 
I hope my email finds you well and things are going well for you at [insert name of 
institution].  
You may remember that 2009-10 I undertook some research on behalf of HeLF in 
relation to the role of ‘Head of e-Learning’ funded by the Leadership Foundation in 
Higher Education (LFHE). Well, following on from that project, I am currently 
researching how Heads of e-Learning develop their leadership skills over time 
within their workplace environment. Indeed, I am interested in how informal 
learning in the workplace can assist individuals in our role to grow and develop 
personally and professionally. 
I am contacting you specifically because you took part in this project in the LFHE 
project and completed the Multifactor Leadership Questionnaire (MLQ) – a tool 
which I hope you found helpful. In that questionnaire you outlined a number of 
transformational leadership skills you perceived you wanted to develop further. As 
a result, I would like to invite you to take part in a semi-structured interview. The 
correlation of the interview data and the MLQ data will hopefully provide 
illuminating insights which can assist us and other HeLF members in effectively 
planning for our continuous professional development. At the same time, I will be 
using this project to complete me doctoral studies. 
For mutual convenience I will be carrying out all interviews by Skype and I would 
like to record them for data analysis/transcription purposes. Of course, all research 
data will be anonymised to ensure confidentiality (you and your institution will not 
be identifiable). The interview should take approximately one hour. I fully 
appreciate the time you will be taking in agreeing to take part in this research, but I 
am confident that you will see the value in this research being undertaken and will 
hopefully be in a position to assist. I am keen where possible to undertake all of the 
interviews at the earliest opportunity and before the end of March 2013. 
I look forward to hearing from you as to whether you will be able to support this 
research by taking part in an interview.   
Kindest regards, 
Kyriaki 
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Appendix 2: Informed Consent Form 
Learning in third space: the nature of non-formal learning 
opportunities afforded to e-learning leaders in the workplace 
I agree to take part in the above mentioned research project.  I have had the project 
explained to me and I understand that agreeing to take part means that I am willing to:  
• Be interviewed by the researcher 
• Allow the interview to be audio recorded 
• Make myself available for a further interview should that be required. 
I understand that any information I provide is confidential, and that no information that 
could lead to the identification of any individual will be disclosed in any reports on the 
project, or to any other party. No identifiable personal data will be published. The 
identifiable data will not be shared with any other organisation.   
I agree to the recording and processing of this information about me. I understand that this 
information will be used only for the purposes of doctoral level studies currently being 
undertaken by the researcher. 
Data obtained through this research might reproduced and published in a variety of forms 
and for a variety of audiences related to the broad nature of the research topic (i.e. 
conferences, peer reviewed journals, articles etc.) 
I understand that my participation is voluntary, that I can choose not to participate in part 
or all of the project, and that I can withdraw at any stage of the project without being 
penalised or disadvantaged in any way. 
 
Name:            ......................................................................................................(please print) 
Signature:     ....................................................................……            Date: ............................. 
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Appendix 3: Interview Schedule 
 
Introduction and scene setting 
Thank you for agreeing to be interviewed for my doctoral research project. As you know, I 
have been investigating the role of ‘Heads of e-Learning’ in UK higher education and I am 
particularly interested in how we learn within our roles as leaders of the enhancement of 
learning and teaching through the use of technology. I’m going to start of the interview 
with general questions about your role and your institutions and I will then proceed to ask 
about your experience of the cross-institutional project work in which you engage and how 
they affect you as a person and as a professional. 
Permission to record 
As I mentioned in my email I would like to record this interview so as to assist me in 
analysing the data I collect. If you are happy with me recording this interview I will 
commence the recording now.  
<Start recording> 
 
Interview questions 
 
Notes 
Part 1: Your role and your institution 
This part of the interview is about how you perceive your role and your institution. 
What is your precise job title? Do you think your job title 
accurately reflects what you do? 
• Prompts: How would you describe your role/work 
within the university? 
What do you perceive to be your greatest 
challenges?  
What do you perceive to be your greatest 
opportunities? 
 
Where are you based within your institution?  
Who do you report to?  
What expertise is required to lead the enhancement of 
learning and teaching? Do you have this expertise? Do you 
seek to develop it? How? 
We are in times of rapid change. What does rapid change 
mean to you? What are your concerns? What are your 
hopes? 
• Prompts: You are working in an area that 
continually reshapes itself (due to the evolution of 
technology, the need to respond to rapid change in 
HE, etc). How do you feel about this? What does 
this mean to you? What does it mean in terms of 
your career development/professional identity? 
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Part 2: Your experiences at work 
This part of the interview is about you as a leader, your experiences of work and what you 
may have learned from these experiences. 
What changes, if any, have you made in your professional 
life/practice over the last year? What caused this change to 
occur? 
 
Did you have to learn anything in order to make this 
change? Can you describe your ‘learning experience’? 
I am research the way in which people learn and develop 
within their workplace. Can you tell me about at a key 
event or episode in your career, here at XX University, 
which led to a lasting change in the way in which you lead 
the enhancement of learning and teaching? I would like 
this event/episode to be related to your cross-institutional 
work, working with academics/technical 
staff/administrators/senior managers in order to achieve a 
large impact project that may/may not necessarily fall 
under your remit.  
• Prompts: 
o Who was involved? Where were they 
from? What role did they play? What did 
they bring to the table?  
o What role did you play? 
o What resources did you have available? 
o Who was in charge? Who took decisions?  
 
This cross-institutional work involved individuals and 
groups from across a number of disciplines and 
professions. How do you think this diversity and difference 
of experience affected you?  
• Prompts: 
o Your work?  
o Your role?  
o You as an individual?  
o You as a learner? 
How confident did you feel in this setting? Did you 
approach this project confidently? Yes/No - what makes 
you say this? 
Did you have a say in how the work was organised/the 
project was implemented?  
• Prompt: 
o How much autonomy did you have?  
o Is this typical of the levels of autonomy 
that you have in cross-institutional 
projects? Explain why/why not. 
 
What impact did this project make?  
• Prompts: 
o How did this project come about? Was the 
institution/you/colleagues trying to 
address a need/problem? 
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o What was the intended impact of the 
project?  
o What was the actual impact of the project? 
o Were you optimistic/hopeful about what 
could be achieved? 
So, what did you learn that’s made a lasting impact on the 
way you lead? What knowledge did you gain from this 
project? 
• Prompts: 
o Did you consciously set out to learn this? 
Were you aware that you had a gap in your 
knowledge/skill set? 
o What made this event into a ‘learning 
experience’ for you? What enabled this 
learning to take place? What resources 
(inc. human) facilitated this learning? 
o How did this make you feel? Describe your 
feelings in relation to what you learnt 
(sensing, intuiting, reasoning, feeling, 
willing, imagining and remembering)? 
What lasting impact did this have on your work? What did 
you change/do differently as a result of this learning 
experience? 
Would you say that this project has enabled you to grow 
and develop as a professional (leader)? As an individual? In 
what way? 
• Prompts: 
o How has this learning changed you?  
o What impact did in have on you as a 
leader? 
o What impact did it have on you as a 
person? 
What do you think your other colleagues learnt as part of 
this project/experience? How do you know this/why do 
you say this? 
How would you evaluate your personal contribution to the 
project (self-esteem/worth)? Describe your feelings in 
relation to the project – at the beginning of the project and 
at the end. 
 
Part 3: Any other questions? 
Are there any questions you thought I would ask and 
didn’t? 
 
Is there anything you think I have missed or something that 
you would like to add as a concluding comment? 
Do you have any questions? 
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Appendix 4: Phenomenological analysis 
 
Case 1: Cloe 
Participant profile 
Cloe is a female in her 40s, her job title contains the word ‘Head’ and she leads e-learning 
at a large, research-intensive institution in the Southeast. She has been at her institutions 
for approximately 12 years and has been leading her team since its inception. The most 
recent changes to her remit took place 2 years ago. Previously, she had an IT training remit, 
and before that, she was a lecturer in geography.  
Organisational structure 
Cloe manages a team of people, most of which she has recruited herself within the last 5 
years. The team has grown significantly (from 8 to 15 people) and she has been through a 
number of organisational restructures, the last one being 2 years ago. Hierarchically, she is 
two steps removed from the senior management of her institution. Interestingly, Cloe’s 
team has a ‘sister group’, an educational development unit, who reports to a different 
person in the senior management team. As such, the reporting lines of Cloe’s team and 
that of the sister group do not meet hierarchically until they reach the very top of the 
institutional hierarchy. 
Multi-Factor Leadership Questionnaire (MLQ) 
Cloe completed the MLQ in 2009-10. It highlighted a number of different areas (9) on which 
Cloe could focus her leadership development and as well as a number of areas where her 
responses fell below the ‘norms’ for this questionnaire. There were two potential 
developmental areas which were most notable, due to the difference between her self-
assessment of her ‘actual’ behaviours and attributes and the how she perceives she should 
be acting/behaving as a leader. These can be categorised under the following topics: 
1. Vision 
o Being able to articulate a compelling vision for the future 
o Specifying the importance of a strong sense of purpose  
o Emphasising the importance of having a collective sense of mission. 
2. People 
o Acting in ways which build others’ respect for her 
o Instilling pride in others for being associated with her. 
 
 
Note:  
Cloe was the first to take part in the data collection process. Her interview was used as a pilot to refine the questions used for 
further interviews. Her interview did not generate strong examples of a ‘ritual’ nature (descriptions were not detailed 
enough), but was included in the analysis as it was rich in outlining a diverse range of non-formal learning opportunities and 
in providing information relevant to the ecology of resources available for learning within third space.  
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The essence of learning for Cloe 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts connected with 
learning are aroused/evoked - conditions that must exist for 
something to appear) 
Cloe describes a number of occasions where 
her work environment and her role have 
afforded her opportunities for non-formal 
learning (through the development of 
strategy, through temporarily covering her 
manager’s role for a significant period of 
time, through managing people on a daily 
basis, etc). In the interview she discusses both 
of the areas identified in her MLQ as potential 
areas for personal development, and it is 
evident that progress has been made in both.  
 
The opportunities for learning appear to have 
arisen from within the work environment and 
her role, however, on some occasions she has 
been supported by more formal 
developmental offerings (Future Leaders’ 
Programme offered by the LFHE) or 
structured programmes of study (MSc in e-
Learning offered by the University of 
Edinburgh). 
Her learning is often validated/verified by 
established methods (i.e. formal assessment) 
or by specific people. These people are higher 
up the organisational hierarchy than she is, 
are figures of authority or have a respected 
reputation in the field.  
 
“So I used that kind of development…just 
having, of course, um Mr XXX from Edinburgh 
is a tutor on that particular module. So, um 
you know, I was able to run our strategy past 
somebody who is extremely well respected 
and senior at Edinburgh, and that was very 
helpful.”  
 
On these occasions, her learning is facilitated 
through her interactions with these 
individuals (receiving support or feedback) 
and has resulted in her becoming better and 
more effective at her job (becoming more 
visionary, dealing with workload, etc). 
 
Her team and people in her immediate 
environment (project managers, consultants, 
etc) also play a role in Cloe’s learning and the 
learning she does here often has a more 
personal result. Learning has resulted from 
reflecting on her team’s actions and the 
consequences their actions have on her and 
on the work at hand. Indeed, it has a 
transformational effect as it results in lasting 
changes in her practice. This is a recent 
learning experience for Cloe, who is currently 
in an intense period of self-reflection, due to 
Self-presence in learning 
Cloe fosters the belief that learning can be afforded through 
experience available through her work.  
 
“I suppose we want to be careful we just don’t jump into 
something because we feel that we ought to and because 
everybody else is doing it. But, I’ve got to say that my gut 
feeling is that we should do it… I think we should, and I think 
we should learn from it.” 
 
As such, she is keen to engage with institutionally risky 
projects (i.e. MOOCs), but make clear that she does so 
because she is comfortable and confident with the topic at 
hand.  
 
“I’m embracing this because I can understand it…um, when it 
comes to things a bit more kind of technical or …I mean things 
like learning analytics, that’s slightly terrifying and augmented 
reality….these sort of things are a bit outside my comfort 
zone.” 
 
She refers to the Peter Principle (i.e. employees tend to rise to 
their level of incompetence) and clearly displays symptoms of 
the imposter syndrome. Elements of inferiority and 
marginality are highly visible in her descriptions of 
a. projects she is leading: “So, my role in the projects 
has been kind of incidental. I don’t think it matters 
too much if I’m there or not.” And 
b. her personal knowledge and work performance: “I 
can’t be an expert in everything and I’m never going 
to be particularly hot technically and I’ve just about 
manage to cobble together enough, to just about 
hold my own. But sometimes I feel like I’m parroting 
stuff.” 
c. learning at/through work. Trial and error and 
learning from authority figures (she positions herself 
as inferior to them) appear to be the two ways in 
which she learns. 
 
Self in relation to others 
Cloe’s descriptions of non-formal learning in the workplace 
always involve others (people who work together also learn 
together) however her learning either originates from or is 
ultimately validated by individuals who are higher in the 
organisational structure than she is, figures of authority and 
known experts in their fields.  
 
“…one of the very senior, um, women academics in the medical 
school, she’s a consultant surgeon… heart surgeon person, and 
she’s got a high media profile and all that kind of stuff…She set 
this thing up, um, in the medical school and she’s invited me 
along…So I’m looking at this as being quite a good alternative 
way to develop myself. An informal, um, sort of professional 
development group, so I was quite enthusiastic...” 
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a recent tragic personal loss (death or 
partner). 
 
“…I had to have a month off work…and I 
realised then, that my team, they just 
protected me. And so, there are things that 
they’ve taken on, some of the more sort of 
operational stuff that I don’t actually need to 
take back now. And I’m realising that actually, 
I need to protect myself, because if I do too 
much of the busy, busy stuff, and the 
everyday stuff, and…it prevents me from 
being more effective at the higher levels 
where I really do need to make a 
difference….You realise what a team really is 
about. They’ve just been absolutely fantastic 
and just kept things going. Nothing has been 
dropped as far as I’m aware.” 
 
Absence has been a catalyst for a number of 
Cloe’s learning experiences. In the previous 
example, her long absence acted as a means 
of detachment from the work environment 
and enabled her to come back into it with a 
fresh pair of eyes. Conversely, learning for 
Cloe has also been mediated by the absence 
of others. Covering for her manager for a 
significant period of time allowed her to 
again, step out of her role, actively engage in 
new areas of work and gain new perspectives. 
This experience resulted in a greater 
understanding of her manager’s role, and 
may have possibly led to further reflection on 
her own role. 
 
“…And last summer I had to cover for my 
manager, cause he was off on compassionate 
leave, so that was an interesting 
one…learning all about departmental budgets 
and that kind of thing.  Um, and so I had more 
of an insight into what he does and more 
respect…no, more understanding of what he 
does and actually, he is quite busy….” 
 
Similarly, she looks for external validation in relation to 
achievement at work, picking up on the behaviours of 
hierarchically important people: 
 
“And the guy in the public e-learning project has been 
congratulated by the Vice Provost Enterprise, who is not an 
easy customer. He’s been congratulated on the way he’s run 
the project and you know… they’re saying we wish all projects 
were run like this. So, it’s very interesting…” 
 
However, when the learning she does has a more personal 
outcome (i.e. increased self-awareness, techniques she can 
personally employ to manage her work, etc) this is validated 
by a personal assessment against of the status quo against her 
prevailing measures of effectiveness:  
 
“Nothing has been dropped as far as I’m aware…” 
 
Self in relation to structures/parameters 
As well as the hierarchically superior individuals that influence 
Cloe’s learning, certain parameters make learning a rather 
uncomfortable experience. More specifically, when projects 
are not delivering as planned/envisaged, the learning 
associated with these is perceived social, but painful: 
 
“…it was a real struggle…” 
 
“They are learning about the difficulty of converting courses 
for online delivery. So we’re all kind of sharing that pain…”  
 
By her own admission, Cloe embraces new  projects with a 
degree of optimism, derived from her particular approach to 
work: 
 
“I was probably hopelessly naïve…and I didn’t really 
anticipate… I was naïve, but then I usually am.” 
 
So it is possible that much of the learning she does on the job 
has a degree of discomfort. In her interview, Cloe did not 
describe any learning experiences which were not negatively 
affective or pleasurable. 
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Case 2: Nishi 
Participant profile 
Nishi is a female in her 50s and is employed by a large post-1992 University based in the 
north west of England. She originally joined her institution as a temporary ‘assistant’ in a 
professional service over 20 years ago. She has experienced significant career advancement 
within her institution and has had an e-learning remit for the last five years. In the last year 
alone, she has taken on a whole area of technology-enhanced learning and is now the 
‘Assistant Head’ of a large converged, academic-related professional service.  
Organisational structure 
Nishi is one of two ‘Assistant Heads’ in her service and is hierarchically two steps removed 
from the senior management team in her institution.  
Multi-Factor Leadership Questionnaire (MLQ) 
Nishi completed the MLQ in 2009-10. It highlighted two areas in relation to 
transformational leadership on which she could focus her leadership development. These 
were identified due to the difference between her self-assessment of her ‘actual’ 
behaviours/attributes and the how she perceives she should be acting/behaving as a 
leader, or due to the fact that they were not being exhibited often enough.  
These were: 
1. Seeking different perspectives when solving problems  
2. Spending time teaching and coaching others. 
In relation to transactional leadership behaviours/attributes, Nishi’s MLQ highlighted that 
she tends to spend more time than she would like focusing and concentrating on 
mistakes/complaints, keeping track of them and attending to them.  
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The essence of learning for Nishi 
 
Textural description 
(a description of the nature and focus of the experience 
of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to 
appear) 
 
Nishi feels that her HEI affords her many personal 
opportunities to develop and she has been responsive to 
the needs of institution. “ The role as it is now is probably 
not the role that was originally envisaged. It’s more 
evolved… ” and she has evolved with it.  Since Nishi 
completed the MLQ, she has undertaken a considerable 
amount of personal development and learning. As such, 
she has addressed each of the areas which were 
highlighted in the questionnaire as potential areas for 
improvement.  
 
Nishi has developed a new leadership/management 
approach, which focuses less on micro-management and 
more on a coaching/mentoring approach. She 
purposefully sought to learn and develop in this way as 
she had identified changes in her job which demanded a 
new approach as well as the fact that the volume of work 
was having a detrimental personal effect. This learning 
was facilitated by a structured, team-based staff 
development programme as well as having a personal 
mentor who introduced her to new concepts of 
leadership and provided feedback from a more objective 
viewpoint. “…she was absolutely excellent, and she sort 
of, you know, reflected back some of the questions.  And 
introduced me to this notion of situational 
leadership…and I could see exactly where I wanted to be, 
and actually where I was…” 
 
Her workplace also offered her the opportunity to 
practise being a mentor/coach herself to other staff 
(internal and external), thus enabling her to consolidate 
and apply her learning in real world contexts. As such, her 
structured learning experience coupled with the 
opportunity to practise what has been learned have 
enabled Nishi to develop as an individual learner and as a 
leader by make lasting changes to her professional 
practice. For example, in the MLQ she had identified that 
she would like to spend more time teaching and coaching 
others. Indeed, she is now actively doing that much more 
frequently and leads in a more desirable way: “I think I 
have made an effort to become more of a coach… 
certainly within the, err, the people who I, um, sort of 
manage.  And I’ve also got quite, um, a fairly unofficial 
role as mentor to quite a few people as well within the 
institution… partly due to circumstances…this is what the 
University wants.” 
 
Nishi has also experienced learning and personal growth 
through non-formal learning opportunities which have 
arisen through work. Greater self-awareness, self-
confidence and belief in her intuition were the result of 
having participated in an away day, which was 
strategically important and aimed to have high impact 
 
Self-presence in learning 
 
Nishi’s admits: “I’ve been very hungry to progress 
and I’ve taken every opportunity”. Her career 
advancement within in her HEI over the last 20 
years has inevitably been coupled with significant 
personal learning in order to climb up the 
hierarchy. It can be inferred that this hunger 
extends to learning, but this is not learning just for 
the sake of learning – it is learning which has an 
ultimate goal.  
 
Her curiosity enables her to have an up-to-date 
overview of the constantly changing wider context 
in which she operates. However she is still 
surprised at how much she can learn and “absorb” 
in relatively short periods of time. 
  
Work experiences, which have led to learning, 
provide her with greater self-confidence and an 
ability to trust her intuition. She takes a reflective 
approach to her work and says: “My learning was 
that, um, you know, I’m very hard on myself…” but 
she will continue to “…put exactly the same 
amount of effort in…”   
 
Self in relation to others 
 
When describing the learning that Nishi has done 
informally through work, she does not really 
discuss other individuals or the role that they may 
have played in her learning. Although she was 
physically with others (at the away day, in her new 
role, in workshops, etc) she does not describe her 
learning as a social activity. Only once does she 
mention discussing the outcomes of the away day 
which afforded significant learning and personal 
growth with her manager, but it is unclear what 
role her manager played, if any (i.e. whether she 
assisted reflection, validated theories, etc). 
 
Instead, Nishi talks about the importance of others 
(individuals and networks) which help her gain an 
overview of the wider context in which she 
operates and in filling in gaps in her knowledge 
which have arisen through circumstance (i.e. new 
role). In talking about a particular mailing list of 
media experts she says:  “It’s a whole new area of 
expertise that is out there waiting for me to be 
able to tap into it” whilst acknowledging the 
generosity of the individuals involved. However, 
on these occasions where she actively seeks out 
new knowledge, others form only the starting 
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outcomes. The away day was personally high-stakes, due 
to secondary political agendas, and was challenging for 
Nishi as it brought her out of her comfort zone  - the pre-
determined  task she was allocated required her to tackle 
(as part of a group) a new topic/area of expertise which 
did not fall under her remit. “So I think we got the hardest 
one, I felt.” However, by relying on knowledge and skills 
from her previous experiences as a teacher and as a 
researcher, she was able to take a leading role on the day:  
“I’m very keen to bring… to get a consensus very 
quickly…I’m very quick to start looking for other examples 
to get definitions and to sort of like provide background 
information with a group.  To give us opportunities to sort 
of think, discuss…It was like herding cats.  But, err, I would 
say I was pretty vocal and pretty active… And I’ll always 
offer to draw up a few notes as well.  Because the note 
taker can quite often lead the agenda.” Nishi also learned 
a great deal about herself in the process. “…I coped with 
that, not just well, but I was able to achieve the things 
that I needed… that I wanted to and needed to achieve on 
that particular day.  I was able to deal with those, plus the 
very fussy remit that I didn’t really understand, and work 
with others to produce something… my learning was that, 
um, you know, I’m very hard on myself.”   
 
Nishi taps into other non-formal opportunities for 
learning by interacting with individuals through semi-
structured networks (i.e. HeLF) and email forums. The 
experiences she describes originate from the widening of 
her leadership role and a change in institutional 
hierarchies (and resource re-distribution). The learning 
she undertakes here focuses on raising her personal 
awareness of practices and conditions in the sector and 
extending her knowledge base so as to meet the 
requirements of her new role, to gain expertise and 
increase her confidence. “I would say for the most part 
I’m pretty comfortable.  I’ve absorbed a whole new 
area…in the past 12 months…I’m surprised at myself, at 
how quickly I was able to get to grips with it and to be 
able to identify the synergies as well between the … older 
side of the role.” 
 
However, it is noteworthy that personal motivation was 
very high for all of the above learning which was 
undertaken at work, through work and for work. The 
move away from micro-management towards a more 
coaching approach resulted from the realisation that 
Nishi’s professional practices at that point in time, were 
having a serious personal negative impact: “…I think it 
had got to the point where micro-management was 
becoming ingrained.  And it’s not really my, sort of, 
nature.  I was realising that if I continued to micro-
manage I would be… I would end up sort of on long term 
sick, because it was having an impact on my health…” 
 
Likewise, the learning which was afforded by the away 
day was catalysed by the personal observation and 
scrutiny which she underwent as a result of her 
participation: “…where I struggled on that occasion, was 
that there was also another agenda going in, which we 
were all being tested.  Our mettle was being tested… 
there was quite a lot riding on this in a way that in a 
normal, um, project there isn’t.  Well, I suppose there is.  
point for her learning: “…to find out where we’re 
placed, what others are doing… things that I might 
never have heard about, I’ll go away and, you 
know, look up.”   
 
While she is still learning and uncertain about her 
expertise she does not appear to be an active 
participant: “…I’m really there as more of a… sort 
of a voyeur at the moment…”. However, when she 
is confident in her knowledge she actively 
facilitates the learning of others at work through 
mentoring/coaching, and more proactively by 
creating opportunities for others to connect and 
discuss, and through the formal provision of 
workshops (helping other prepare for change).   
 
Self in relation to structures/parameters 
 
Nishi’s role has structurally changed over the years 
with the widening of remits and the re-allocation 
of human resources. However, she is also very 
aware (although not formally) that the future will 
bring further changes to structures and that the 
unknown features as a parameter in her 
professional life:  
 
“Well, I see stuff I’m not supposed to see.  Like my 
boss would go…“I want to see what these people 
are capable of.  If they’re up for it”.  You know?  All 
the challenges that we’ve got coming up.  You 
know?  “We’ve got no room for… to carry anybody, 
da, da, da, da…And we can’t do it on our own.  We 
need, you know, the next tier down to be taking on 
a lot more responsibility”…. 
 
However, learning which is derived from (a) 
undisclosed political agendas (b) which open her 
up to personal scrutiny and (c) in ways which have 
not been experienced before make her feel wary, 
scared, stressed and terrified. 
 
Feelings of being an imposter surfaced under 
these conditions: “On the build up to that day, I 
actually thought I was going to be exposed as a 
charlatan!  Because it is this idea of being exposed 
in a very unfamiliar, out of my normal sort of 
milieu.” 
 
On these occasions, personal reassurance is 
derived from a greater understanding of why and 
when imposter feelings tend to emerge (Nishi has 
read up on the ‘imposter syndrome’) as well as the 
knowledge that others in similar roles also 
experience these. 
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But it’s probably not as explicit…It felt very personal.” 
 
Finally, the learning Nishi undertakes through semi-
structured networks and forums is often prompted by her 
personal acknowledgement of a deficit in her knowledge 
base: “…I’ve absorbed a whole new area… I asked loads 
and loads of questions.  Lots of questions.  Lots of 
questions… And again I can’t stress the importance to me 
also of the external networking”. 
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Case 3: Patak 
Participant profile 
Patak is a male in his 40s and is a ‘Head’ who is leading e-learning at a research intensive, 
medium-sized university. He studied Agricultural Management before becoming an IT 
trainer at FE colleges. He joined the university in 2007 as a Learning Technologist, got 
promoted to Senior Learning Technologist and then got promoted to his current role. He 
admits that his work has changed significantly since he was first appointed (including level 
of responsibility) and even now does not feel that the job title actually reflects his 
responsibilities (now cross-institutional remit, more strategic). 
Organisational structure 
Patak sits on the non-academic side of the institutional hierarchy. He is two organisational 
steps removed from the senior management team of his institution, and three steps from 
the Vice Chancellor.   
Multi-Factor Leadership Questionnaire (MLQ) 
Patak’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development: 
• Displaying a sense of power and confidence 
• Acting in ways that builds others’ respect for him 
• instilling pride in others for being associated with him 
• Specifying the importance of having a strong sense of purpose 
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The essence of learning for Patak 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to appear) 
The personal learning that Patak describes in his 
account of working in third space is not personally 
transformational. He does not reconsider and review 
his existing frameworks as a result of taking part in 
third space experiences, but instead he merely refines 
his skills and becomes more effective in what he does. 
As considerable changes have not been made to 
Patak’s identity through the experience he describes, 
it is difficult to analyse and map the learning he 
describes as a ritual process.  
 
However, Patak’s areas for development, which were 
identified as potentially needing to be addressed by 
the MLQ, are now the areas on which he prides 
himself as they constitute attributes/behaviours which 
are essential for him to carry out his role.  
 
Patak describes his role as Head of e-Learning as one 
which leads the learning and transformation of others 
in third space. Through his leadership role, he 
effectively takes on the role of ‘Master of 
Ceremonies’, the leadership figure who is trusted by 
his community to lead the initiands in and out of the 
liminal phase in an appropriate manner: 
 
“I could take responsibility from a professional service 
view of, um, projects with a very high level of risk, but 
the, um, I guess trust is enough by the institution to 
deal with those and manage it for the institution.” 
 
As such, the textural and structural analysis will 
consider the phenomenon of learning in third space 
from the viewpoint of ‘Master of Ceremonies’ and his 
role as the facilitator of transformational experiences:   
 
“…you need to take ownership and leadership of those, 
um, processes to be able to give reassurance to staff 
that actually this isn’t going to be horrendous.  Um, 
and taking that leadership role is actually quite critical 
there, because you need to be able to go in and work 
with each of those groups to be able to bring them, 
um, to the same point that you’re at.”   
 
Through fostering transformational learning 
experiences, Patak hopes to lead others from their 
current position to adopting a new way of being, new 
practices and new structures: 
 
“So the opportunity now is to get it in and change the 
way people are working, but let them make those 
changes themselves.” 
 
Although the project he is leading is new and so is the 
topic of focus, the underlying processes are not. He is 
essentially leading projects participants through a 
Self-presence in learning 
Interestingly, Patak discloses that he actively seeks 
opportunities for learning and progressing within his 
workplace, and takes care to plan his continuous 
professional development through formal routes. 
However in relation to learning, through the 
examples of learning he provides, he chooses to 
discuss how he facilitates the learning of others in the 
workplace and not his own personal learning. 
 
In carrying out this role of teacher of others 
(predominantly academics), Patak exhibits signs of 
inferiority. This is predominantly due to his non-
academic contract and the fact that his job title is not 
necessarily representative of his role or work. 
 
Although the organisational learning facilitated by 
Patak is personally intense (he experienced it as being 
complex, tough, frustrating, etc) there is a recurring 
familiarity in his work/projects (pattern/rhythm) 
which enables him to continue leading others through 
transformative experiences by engaging and 
educating them/introducing them to a new and 
enhanced way of being. It is a ritual process with 
which he is very familiar (cross-cultural initiation), but 
it’s the topic which changes (i.e. this time the focus 
was on assessment processes): 
 
“Um, I don’t think it [change] phases me anymore.  I 
think I’ve got to the point where I’ve seen so many 
things happen, and actually you become in cycle.  So 
some of those changes are things that I’ve actually 
worked on previously in a different format.  So I don’t 
get phased by them.” 
 
Self in relation to others 
 
Patak’s role has changed over the years, and his work 
is now requires him to take ownership of institutional 
agendas. However, there appears to be a tension in 
the way Patak describes institutional level work and 
the way it impacts on his work with individual 
members of staff. Individuals matter to Patak and 
there appears to be a sense of loyalty in his 
interactions with them – a loyalty which can be 
compromised by additional, emerging institutional 
priorities which have not been planned in advance: 
 
“So it’s juggling those demands can be quite 
challenging, and actually letting people down, saying, 
“Well we’ve said we could do it, but now we can’t, 
because we have the University priorities coming on 
top of it…” 
 
In such cases, managing others’ expectations and 
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cross-cultural initiation. However, the new and 
emerging practices and structures in relation to 
assessment are still fluid, still being socially negotiated 
and defined. As such, the Master has plays an active 
role in defining the nature of the new enhanced status 
of participants and the new structures for the 
community: 
 
“… It was a challenge….having a vision as well, err, to 
be able to sell that vision of where we wanted to try 
and get to.” 
 
“I think the other thing is to be on top of those 
changes… and to drive them from here… a lot of those 
changes are driven through our work or 
recommendations to the University from this 
department.” 
 
However, the structures need to be familiar enough 
and to have high levels of ownership within the 
community in which they were created, so they can be 
embraced by the community as formal components of 
life:  
 
“We may not have necessarily transformed the 
university overnight, but we’ve certainly, um, had such 
an impact that the university has now invested heavily 
in this.  So I think that in itself is testament.  But I think 
the idea was a sound idea.  Um, and certainly we’re 
not doing something that’s so wild and wacky it’s 
going to, you know, cause a strike of… staff to walk out 
on strike or something.” 
 
There also needs to be a proof of concept phase for 
the new ritual/learning experience, in order for it to 
become established  - some evidence/assurance from 
the first initiands that it actually leads to an enhanced 
status is essential: 
 
“…so I think we’ve gone through a transformational 
process with them that they… they really feel that this 
is where they want to be.”   
 
“…the university wholeheartedly buys into that 
concept now…” 
 
Patak believes that experiences build a set of qualities 
in an individual and that learning from experience is 
something we do on a daily basis. However, as he is 
relatively new to the role of Master of Ceremonies and 
this level of responsibility, his personal learning has 
focused on the refinement of his skills (helping others 
question their assumptions, the status quo, etc) and 
offered him a greater awareness of the challenges at 
hand (difficulties inherent in expecting others to 
change, etc). As such, he has added to his existing 
knowledge frameworks, but he has not 
reconsidered/reconstructed them. 
 
needs becomes a key task for Patak. 
 
Self in relation to structures/parameters 
 
Projects in third space deal with topics which are of 
importance to the institution and are familiar to all 
the individuals who have been called upon to work on 
them (i.e. assessment, the first year experience, etc). 
Transformational learning which results from these is 
built on existing knowledge, but individuals 
deconstruct it and re-construct it (with or without the 
help of the Master). However, reconstructing 
personal frameworks can feel scary and threatening 
and require a certain amount of faith and confidence 
in oneself as well as in the actual process of learning:  
 
“Some of it can be, um, wading into the unknown.  
Um, but I think you have to do that with a set of, um, 
inner beliefs that actually enable you to feel confident 
doing that, so that you feel… if you have that inner 
confidence and feel, “Actually this isn’t going to be 
something that’s horrendous”, um, you know, “I 
believe it’s going to work”.  And you can take other 
pe-, you can bring others along with those sets of 
beliefs, and go in with that confidence … actually I 
think that is something I’ve certainly learned around 
it.” 
 
The last sentence of the above quote is quite telling. 
Patak has taken up a number of available 
opportunities offered by his institution in relation to 
staff development. He has consciously participated in 
a large number of formal training courses since he 
completed his MLQ, through which he has learned 
about leadership and management. 
 
“I think changes in the type of higher education 
landscape.  Um, changes in the university… this 
university… has changed dramatically …And I think a 
lot of that is around, um, needing to develop with the 
institutional aims.  Um, so you have to develop 
yourself to meet those particular aims.” 
 
However, actually experiencing leadership, and 
leading the learning of others, provides him with 
another dimension to his understanding of himself 
and his role.  
 
This understanding is further strengthened by the fact 
that he has started to be recognised outside of his 
institution as a leader, or at least a role model, in the 
way he has implemented projects and has brought 
about change. He perceives this as a valuable as it 
helps him build a national profile for institution and 
for himself. 
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Case 4: Roman 
Participant profile 
Roman is a male who is a ‘Co-ordinator’ and is leading e-learning at a large (Over 20,000 
students), redbrick university in the North East of England. He has been working for his 
institution for 10 years and has been in his current post for approx. five years, having been 
promoted from his previous post of ‘adviser’ in relation to e-learning. Previously he studied 
computing (business information systems) as a discipline. 
Organisational structure 
Roman is based in an academic-related professional service. He heads up a small team of 
four people who deal with both the technical aspect of e-learning as well as the 
pedagogical aspect. 
Roman is hierarchically two steps removed from his senior management team and three 
steps removed from the Vice Chancellor of his institution. 
Multi-Factor Leadership Questionnaire (MLQ) 
Roman’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development: 
• I instil pride in others for being associated with me 
• I display a sense of power and confidence. 
 
 
  
 177 
 
The essence of learning for Roman 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to appear) 
 
Through his interactions with others Roman is able to 
re-affirm his existing knowledge base, however he 
also learns new things all the time which add to his 
understanding of the role and help him refine his 
approach to work and his skills. Topics of transactional 
learning include managing people and change, 
increased understanding of teaching and pedagogical 
practices and being able to link his own work back to 
institutional priorities.  
 
In the time that has lapsed between Roman 
completing his MLQ and taking part in the interview, 
it is evident that he has had the opportunity to 
develop himself in the areas identified as potentially 
needing to be addressed.   
 
Roman describes elements of his work which 
resemble aspects of the social rituals of 
maturity/coming of age. In his account of his 
experiences at work, he most strongly refers to his 
attendance at meetings/events in relation to the e-
Commons project, which he initiated within his 
university. These form the basis of the 
transformational learning he undertakes.  
 
For these meetings, he removes himself from his 
environment in LLI and physically enters a new space 
(meeting room), which not only exemplifies the need 
for change but also offers an environment where 
participants act differently from the environment in 
which they are usually based. In his account, he 
alludes to the liminal qualities of the meetings/events 
he attends as well as the marginality associated with 
those who are enthusiastic about e-learning: 
 
“… the ones who do do it are often seen as the strange 
people!” 
 
More specifically, he talks about the result of the anti-
structure afforded by the relaxation of norms/rules of 
everyday social structures in which other participants 
behave inversely to what is normally acceptable:  
 
“…there are, um, a number of… of… luddites, um, 
doubters, um, with, you know, kind of nice smiley, err, 
rejection.  Down to swearing rejection of this kind of 
way of thinking.  Um, so it was kind of interesting to 
see, um, how I would deal with… with that in this 
process…” 
 
This is reminiscent of tribal rituals during which a well-
respected individual is ridiculed or stoned by the 
community, prior to taking on the official role of tribal 
chief and accepted as a leader.  
Self-presence in learning 
 
The process of his own learning, which has led to his 
transformation and enhanced status, often disappears 
under the outcome of his learning (i.e. practical 
wisdom). It is the practical wisdom and how he 
applies it that provides much of the detail in his 
descriptions of his experiences. 
 
However, we cannot underestimate the importance of 
having a leadership vision plays in his own 
transformative learning. In a fast changing 
environment Roman says:  
 
“…our horizons need to be wider than the persons 
around us.” 
 
For this reason, Roman projects himself so as to 
understand what the future holds, he learns about the 
future and returns to his current situation, formulates 
a vision and guides others towards it. As such, this 
continuous cycle of projection, reflection and action 
enables Roman to carry out his role. His vision 
permeates the environment as a “state of mind” – it is 
transformative for others in relation to their beliefs, 
values and actions in relation to e-learning, but in the 
process of facilitating transformation, Roman 
transforms himself – he is an element of his 
environment which he carefully observes and reflects 
upon.  
 
 “Um, so just taking that kind of step back and 
observing oneself, um, and realising that actually, um, 
you do have power in a room.  That people, um, do 
listen…That’s, um, self-affirming… I don’t know when 
that recognition took place, but it’s certainly 
something I took into e-commons.”   
 
Roman also exhibits signs of being an imposter which 
is evident in the following quote: 
 
“So it’s nice to sort of do a course and to recognise, 
um, that, you know, there’s kind of some sense behind 
the way you operate anyway.  You know, someone’s 
got a model somewhere that describes that.  So you’re 
not just making it up.  Even though you are!” 
 
However, through his professional practice Roman 
actively mitigates against having feelings of 
fraudulence. He benchmarks himself against 
academics and their views/expertise on teaching  (i.e. 
they are experts in research, but not teaching) and he 
also teaches part-time, which results in greater self-
confidence and affirms his expert/leadership status: 
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Similarly, through this process, Roman is transformed 
from a simple member of staff in his university, to a 
leader in his field.  Indeed, he relishes this moment in 
time, when such grand changes are occurring, 
because it offers him a position of power: 
 
“Um, this is… this is a great time.  This is the time I’ve 
been waiting for…so this is perhaps the one shot.  Um, 
but… and I’m really enjoying this time.  Um, and for 
my identity, um, so instead of sort of running around 
in the background trying to encourage people, I’m 
suddenly at the front...” 
 
This position of power is bestowed on him with the 
agreement/support from a higher authority and is 
trusted enough to represent the authority through his 
actions: 
 
“…we have the Pro Vice Chancellor for Learning and 
Teaching very much on board.  So that’s really helpful, 
to be able to, um, do things in his name.” 
 
More specifically, the personal learning that Roman 
undertakes in these meetings/events transform him 
from a ‘craftsperson’ in the field of e-learning to 
having acquired an art, which enables him to play a 
much bigger role in the reform of his institution. As a 
craftsperson he was concerned with the ‘how’ of e-
learning, whereas now he views e-learning as a way of 
being. As such, Roman is increasingly accepted as a 
leader in his field with each meeting/event, but 
understands that acceptance as a leader in the field is 
not only about proving one’s worth at a particular 
moment in time, but he needs to actively maintain his 
enhanced status so as to continue enjoying the 
respect and buy-in of his community. 
 
“Um, so clearly there’s been some sort of reflection on 
how we thought we’d performed in each session… I 
think it’s… it’s the beginning of the performance, 
really.  In a sense.  So we’ve had the… the, um, 
opening, and we need to move to the… to the next 
stage with this.  But I think, um, you know, so a lot of 
this is about hearts and minds.”  
 
Roman also describes the re-aggregation stage 
whereby those around him perform within the new 
structures in socially acceptable ways again and 
ultimately accept him into these structures. This 
offers Roman a form of validation/verification. 
 
“Some of the people who are willing to swear are also 
willing to have a bit of a laugh with you afterwards.  
And that’s a personal thing.  So, you know, we still 
manage that.  We’ve not, um… we’ve not been 
damned as individuals.”     
 
Indeed, not only is he not “damned” but he has 
become a trusted member of the institutional 
community, and no longer feels under pressure to 
continuously prove himself as a leader: 
 
 
“… constantly thinking someone’s going to come along 
who really knows this stuff and it’s going to blow you 
out the water, um, you know, I haven’t met anybody 
who does that.  And my teaching keeps me up to date.  
So I’m less likely to meet somebody who does that.” 
 
 
Self in relation to others 
 
Roman has a greater role in reforming his institution 
as a result of his own transformational learning. 
However, in order to be able to have the right 
conversations with institutional stakeholders, he 
needs to differentiate between what he and his team 
do and what remains the responsibility of the IT 
services within his HEI. This will include changing the 
structures for which he has responsibility (ie his 
team’s work and associated resources) as well as 
wider institutional structures. He is armed with 
coaching models/frameworks and the associated 
vocabulary, which further aid this differentiation and 
help him manage stakeholder expectations. As such, 
differentiation appears as one element of his 
enhanced status. 
 
“…for me one of the key, um, issues with coaching is 
listening, um, and allowing people time to think and 
time to think aloud.  So they can try ideas out. Um, just 
gets into a different conversation space than, you 
know, that kind of expectation that, “Hi, I’m from the 
IT department.  What can I do for you?”…” 
 
Self in relation to structures/parameters 
 
One of the lasting changes he has made in his 
professional practice is derived from his new practical 
wisdom, and more specifically from the application of 
it. He is using his newfound wisdom/enhanced status 
to alter the status quo in a more systemic way by 
changing the community around him to having 
structures based on inter-relatedness, rather than 
transaction. As such, it is not surprising that 
organisational structures and hierarchies do not 
feature in his accounts of his experience. Instead, the 
key parameter which helps facilitate his 
transformative learning experience is timing. Roman 
perceives this to be the time for complete 
transformation “… like the whole of the foundations 
upon which the university is built is shifting.”   
 
He sees the pace, scale and breadth of change as an 
opportunity for reform. He facilitates this reform by 
projecting himself into the future, understanding the 
changes that it holds and considering the implications 
he returns to the present to help prepare his 
institution and its staff to positively move in the right 
direction, with purpose and without anxiety.  
 
Having spent much time over the years removing 
perceived barriers and encouraging the adoption of 
TEL approaches, he discloses his frustration with the 
fact that little progress has been made in e-learning 
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“…I’ve become increasingly aware of is the trust that 
people put in me.  Um, and that I… you know, that’s 
a… um, a tool for me to use as well…I think it does give 
me some of that freedom to, um… I never feel really 
pressured to give an answer straight away if I don’t 
know, but I think it gives me some freedom…”  
 
Part of that freedom is the ability to direct and 
implement new structures which others will need to 
abide to: 
 
“…So we’re on the verge of making a decision about 
which e-portfolio system we’ll be using.  I’m in a 
position of feeling comfortable to just say.  So I don’t 
feel the need to engage lots of people.  Um, I think I’ll 
be trusted.  Um, and, you know, people will, um, be 
comfortable with me making the recommendation.” 
 
Roman’s learning is facilitated by his reflective 
approach to his work. He talks about writing up every 
meeting he goes to, taking a step back, retreating to 
his allotment after work to think about what has 
taken place, etc. His keen observation of the 
happenings within these meetings/events and 
reflection on what can be done better next time, 
enables him to also reflect on his own personal 
contribution, not just professionally but personally. It 
is that personal reflection which aids his 
transformational learning and leads to his enhanced 
status. 
 
over the last decade and feels that the status quo 
cannot continue. As a result he has become more 
‘radical’ and confident in confronting long held 
assumptions, an approach which has been aided by 
the high levels of autonomy he enjoys within his work 
environment. His forward looking approach enables 
him to consider larger step changes, whereas if the 
present was his starting point changes would have 
been smaller and more incremental. However, 
“There’s no point solving yesterday.  We’ve got a long 
way to go.”  
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Case 5: Clark 
Participant profile 
Clark is a ‘Senior Officer’ leading e-learning at a new, teaching focused university in Wales 
with approx. 15,000 students. He has been employed at his institution for seven years, 
having previous been a school teacher. At university he studied computer programming.  
Organisational structure 
Clark’s HEI has just undergone a round of re-organisation, which also resulted in 
redundancies and a reduction in the number of physical campuses.  
Clark manages a small team of six people and is soon to recruit two more.  
Clark states: “we’re not an agile institution, but we’re an institution that listens.” As such he 
feels that things get taken forward and his relatively short reporting line to senior 
management facilitates this (two steps removed from senior management, three steps 
from the Vice Chancellor). 
Multi-Factor Leadership Questionnaire (MLQ) 
Clark’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development:  
• I re-examine critical assumptions to question whether they are appropriate 
• I spend time teaching and coaching 
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The essence of learning for Clark 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to appear) 
 
Clark discusses the learning that he facilitates for 
himself, his team and for others in his university. 
Learning consists of both the precise skill set and also 
what he terms ‘softer skills’. Softer skills are about 
changing one’s view point, adopting new approaches, 
challenging long held assumptions and adopting a 
wider, more holistic perspective on the world around 
us. For Clark, acquiring softer skills is synonymous to 
transformational learning.  
 
“…there’s the hard set, which is, um, the skills and 
techniques that are used in the virtual learning 
environment, but there’s also the more soft, um, set, 
which is, um, involved in how do get people to change 
their attitudes and their teaching, um, and to rethink 
what they’re doing. And that’s quite complex.” 
 
In his account, he discusses experiences which 
directly address the two areas identified in the MLQ 
as potential areas for personal development. 
Examining and questioning critical assumptions as 
well as adopting a teaching/coaching approach 
appear to be the norm in relation to the ways in 
which Clark now operates.  
 
Clark talks about a new project which involves the 
changing of the institutional VLE and its migration 
from Blackboard to Moodle. This coincides with his 
university requiring a different type of service from 
him. In relation to this, he is very aware of the need 
to develop personally as well as the responsibility he 
has towards his own team: 
 
“So there’s this whole process of taking the team and 
myself through more of a… some staged learning, um, 
and that sort of process.  Because we need to develop 
our skills.” 
 
However, at the same time, the ultimate goal of his 
learning and the enhanced status which results from 
it is prescribed by the needs of his institution: 
 
“…there’s also been a push to move us away from 
learning technologies more to learning development, 
more of the academic practice.” 
As such, the focus of his own learning is not just to 
acquire the transactional skills and techniques that 
are used in the VLE, but it also encompasses the 
mastering of skills which can bring about 
transformation: 
 
 “…lots of things to do with change management and 
how we’re going to… to, um, err, manoeuvre our 
academic staff…[and skills] involved in how to get 
Self-presence in learning 
Clark is in the process of his own becoming – he is 
‘doing’ and ‘being’ at the same time. As such, he 
knows that he needs to actively engage in 
transformational learning himself as well as facilitate 
the learning experiences of others (his team, 
academics, etc).  
 
It is his conscious effort to keep abreast of things in 
times of rapid change, understand what is required 
and seek to develop himself appropriately that 
protects Clark from having significant feelings of 
fraudulence, even though he is still inexperienced in 
what the university is asking of him. Talking about the 
imposter syndrome he says: 
 
“Had you spoken to me five years’ ago, I would have 
definitely been in that sort of thing. And even today 
sometimes, especially when things shift, and this is 
what you have to be aware of; you have to be aware 
of how things are changing around you as well.  And 
that’s why I think it’s very important to have that 
holistic view.  Um, because if you don’t change with 
the institution, you’re going to be back into that sort of 
situation.”   
 
However, he is aware that external recognition and 
validation is also needed in order to be an effective 
leader in UK higher education, and as such, he is 
placed in an inferior position by not having doctorate:  
 
“…but then you do need the academic recognition.  
Um…The formal element…I think... the more academic 
you are, err, the better it is, but in some ways I think 
that’s…not right or wrong.” 
 
Self in relation to others 
He highlights two particular experiences, in both of 
which he takes the role of leading himself and others 
through transformational learning experiences. He is 
starting to adopt a ‘master of ceremonies’ role, but is 
still unsure of whether he has enough credibility 
within his institution to bring about transformational 
change. As such, he includes himself in the 
transformational process as the lead learner who 
models the changes he wishes to bring about in his 
university.   
 
“…it’s very much teamwork, um, and although I am in 
charge of a team, I still consider myself a member of 
that team, um, an integral part.” 
 
Self in relation to structures/parameters 
In the ‘team intensives’ which Clark facilitates, he 
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people to change their attitudes and their teaching, 
um, and to rethink what they’re doing. And that’s 
quite complex, you know?” 
 
Clark describes this experience as complex, risky, with 
many unknowns but talks about it in a hopeful 
manner. The support from senior management, the 
involvement and continuous engagement of 
stakeholders and his team’s position in the 
organisational hierarchy and feelings of worth/being 
valued all help to counterbalance the effects of 
change. 
 
Interestingly, the focus of the transformational 
learning he facilitates for others is very similar. It is 
about encouraging academics to challenge 
assumptions and re-evaluate their approaches.  
“…they develop their toolkits… their tool sets.  So 
there’s the hard stuff there.  I would hope that, um, 
that there would be the softer, err, skills, um, that 
they’d pick up from maybe just… not just myself but 
through other ways… through other people that we 
work with. Um, and encouraging them to, um, take 
that bigger view.”  
 
He does this by exercising the new skills that he is 
picking up on the job (outlined above). Clark is 
effectively ‘doing’ and ‘becoming’ simultaneously, 
especially in these times of rapid change: 
 
“And then you have that conversation, discussion, 
with people within your unit, within your group, and 
that again shapes and shifts it. So the whole process 
about being in an institution or in a role like this, is 
that you are constantly learning from what’s going on 
around you, um, and that you are able to equally 
apply that to the situation and…” 
 
 
makes a conscious effort to develop others and offer 
them transformational learning experiences. He is 
relatively new to the role of ‘master of ceremonies’ 
and he doesn’t necessarily feel that he is perceived by 
academics as the person who would guide them 
through a transformative experience. This is partly 
because of the organisation structures that are in 
place and the perceptions which surround these. 
Being part of the non-academic side of the university 
brings across some feelings of marginality and 
inferiority in Clark’s accounts of his work and learning.    
 
“…because there’s always been… this tension that, um, 
we are support staff and there’s the 
academics…There’s still… um, not so much now, I don’t 
think, because of things like the team intensives…but 
there was at the beginning.” 
 
In the communitas that is created through the ‘team 
intensives’ he becomes primus inter pares almost by 
default: 
 
“Because it’s been a very much flat management type 
approach… Everyone is equal-ish. Someone obviously 
has to take control of it, you can’t have complete 
circular management structures.” 
 
However, through the successful learning experienced 
by the team intensive participants he is also 
‘promoted’ in the eyes of others and now occupies a 
different place in the structure (not formally with the 
organisation, but in the eyes of the academics). He 
acquires an enhanced status and is further accepted 
by the community as the ‘master of ceremonies’; by 
facilitating the transformational learning of others he 
also transforms himself into a leadership figure and 
refines his skills through this transition. 
 
Through his work and through facilitating the 
transformational learning of others he ultimately 
impacts on the structures of his community/university: 
 
“I think when I arrived seven years’ ago, it was very, 
um, precise.  Um, very precise way of working.  Um, I 
haven’t made it all floppy and loose.  Because we still 
have structures there.” 
 
“I am not autonomous, because I have to work within 
the constraints of the institution, um, you know, you’re 
very aware that you have to meet those criteria.” 
 
“I do go off and do things, um, and then tell everyone 
that I’ve done it.  And then I think you have to take the 
flack with that.  Um, um, but often it’s more or less a, 
um, an agreement, a discussion, a debate, um, and 
then you go off and do it.” 
 
However, Clark is very conscious that “there are 
certain lines that cannot be crossed.”  
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Case 6: Drake 
Participant profile 
Drake is a ‘Manager’ who is leading e-learning at a small university, teaching focused 
university in the North of England.  
Drake has been working at his institution since 2005, but has held this particular post since 
2007. Prior to this he worked in the commercial world designing websites and multimedia 
applications/products.  
His first degree was interdisciplinary with a focus on communication; however he also 
trained to be a teacher in 2004/5 which has provided him with the pedagogical 
underpinnings necessary for his role. Drake has also recently completed a Masters in E-
Learning. 
Organisational structure 
Drake leads a small team of three people and he is based in an educational development 
unit. Hierarchically, he is two steps removed from his institutional senior management and 
three steps removed from the Vice Chancellor. 
Multi-Factor Leadership Questionnaire (MLQ) 
Drakes’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development: 
• Displaying a sense of power and confidence 
• Going beyond self-interest for the good of the group 
• Talking about his most important values and beliefs 
• Emphasising the importance of having a collective sense of mission 
• Expressing a sense of confidence that goals can be achieved 
• Considering the moral and ethical consequences of his decisions 
• Feeling confident that goals will be achieved 
• Articulating a compelling vision of the future 
• Re-examining critical assumptions and questioning whether they are appropriate 
• Treating others as individuals rather than just as members of a group.  
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The essence of learning for Drake 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to appear) 
 
Of the participants, Drake probably had the most 
number of areas in which he could potentially 
develop. Since completing the MLQ in 2009-10, Drake 
believes he has made significant progress in each of 
these areas and would feel more confident in giving 
himself a higher rating if he were to complete the 
questionnaire again now. Indeed, Drake’s account of 
his work and his development provide evidence to 
support his view. 
 
“I suppose in some of those areas I will have inevitably 
developed more, but I think in every one that you read 
out I felt as though there was some value I had in 
that, in those areas…I feel that in each of those that 
you’ve read out, compared to two years’ ago, I would, 
um, feel more confident.  I would rate myself more 
highly, probably.”   
 
In his role, Drake deals with pilots, explores how 
technology can change practice, and supports 
innovators. His work is never done as technology 
changes constantly and new affordances will bring 
new practices, will solve current problems in a better 
way. However, he distils that much of his work with 
the academic community is simply about providing 
members of the community with confidence, 
mentoring them in way which enables them to 
transform their beliefs, their practices and enabling 
them to take ownership of that change: 
 
“So in that respect we’ve sort of crossed a threshold, 
um, in terms of their learning.  And adopted a process 
that they wouldn’t want to, um, relinquish now.” 
 
Drake is essentially a ‘Master of Ceremonies’ in 
training. As such, he is learning on the job and still 
transforming himself. With this transformational 
learning also come strong feelings of anxiety and a 
realisation of what it really means to become that 
leading figure: 
 
“Um, the beginning, I suppose that there was a sense 
of trepidation, almost.  Because, um, there was a 
realisation that this was, err, a project that could 
potentially change the way we work across the 
institution…and then having a sense of responsibility 
then for guiding us, guiding the university, down that 
route and facilitating and leading on this change.  
Um, was quite a responsibility, really.” 
 
He is still acquiring and refining his skills, gaining self-
belief and confidence, but most importantly he is 
positioning himself within the community in a way 
which he is recognised as a leader and his followers 
Self-presence in learning 
Drake has a significant self-presence in his learning, 
whether it is adding to his existing knowledge base or 
transforming him into a more capable leader.  
 
As such, he consciously makes the effort in his 
everyday transactions to relate whatever is going on in 
his institution back to his role. He feels he can 
contribute to almost all discussions from his unique 
viewpoint and has been actively promoting this view, 
whilst continuing to enhance with knowledge: 
 
“…I sort of try and make a conscious effort now to, um, 
to be active within meetings, rather than sort of 
passive and taking in the contents of the meeting… I 
get more out of meetings when I’m more active in 
them… I can always try to find, um, elements of 
documentation or whatever the topic of discussion is 
that I can apply, um, to my role…I see them as a 
learning experience. Definitely.” 
 
In his more transformational work, and in order to 
change one’s own image and the perception of others 
in relation to him, a significant level of personal 
agency and vision are required. That vision, 
consciously or not, provides Drake with a list of areas 
in which he can focus his future personal 
development. So far, the outcomes of his 
transformational learning have enabled him to acquire 
an enhanced status and to position himself in a new 
light: he appears knowledgeable, able and confident 
to those above him and facilitative, trustworthy and 
reliable to those he works with.  
 
Finally, Drake appears to be actively seeking out 
further developmental opportunities (both formal and 
non-formal) in order to achieve the ultimate status he 
desires, that of ‘master of ceremonies’. At the end of 
his interview, when given the opportunity to ask any 
questions, he asked me about whether being on the 
HeLF Steering Group was a developmental opportunity 
and even my doctoral studies and what I perceived 
that afforded me. However, he is also realistic in what 
h can hope to achieve whilst working part time (0.6 
FTE) and caring for a young family. 
 
Self in relation to others 
 
The main non-formal learning experience he describes 
(e-assessment project) was influenced/supported by a 
formal course which provided him the opportunities 
for structured reflection and feedback from more 
‘able’ peers at other institutions and more 
‘knowledgeable’ colleagues (academics) on the course; 
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will more willingly take leaps of faith under his 
leadership.  
 
“I think if… if you’ve got, um, a sort of clear role, um, 
within the project, and that you’re expected to be a 
lead on it, um, and that people have the confidence in 
you, um, to be able to give you that responsibility, um, 
then it kind of almost gives you the, err, the self-belief 
that you can go on and, err, and implement this 
project, err, effectively.”   
 
He perceives his central role as a resource through 
which he acquires a good understanding of context 
and from which he sources examples of practise to 
share with and inspire others. Through this, he adds 
to his existing knowledge frameworks and creates an 
ever-growing repertoire of tool, by applying his e-
learning perspective to what he hears about. He then 
draws on these examples in his future interaction 
with others. It is precisely these examples from the 
academic community which enable him to overcome 
any feeling of fraudulence and offer validity to his 
arguments: 
 
“…it’s all well and good for me as a non-academic 
member of staff saying to people, “Try it in this way”, 
or, “Have you thought about this?”  but at the end of 
the day they can turn round to me and say, “Well, you 
don’t have all the demands on your time”, and you 
know?  But whereas I think if the message can come 
from another peer, another academic peer, then it’s a 
bit more powerful.” 
 
He acquires this knowledge in a number of different 
ways from within his role and he explicitly describes 
how meetings with diverse participants offer him the 
opportunity to engage in such learning. 
 
However, the subject of his more transformational 
learning experiences in the workplace has been 
predominantly around relationships, communication 
and the increased ability to position and portray 
himself and his team in a more desirable way. What 
he learns from his work (i.e. the content of his 
learning: what people want, the affordances of each 
technology, how it can be used, etc) re-enforces his 
beliefs that he is competent and on the right track, 
however it is the understanding of the processes of 
his own approaches to learning (evidence based, 
reflection, considering different viewpoints, justifying 
approaches) which have been more transformational 
for him. Reflecting on his own learning individually 
and with peers (within a structured course), 
combined with his ability to put the outcomes of his 
learning into action and observing how others react 
to these has made him realise how relationships can 
change and be nurtured more effectively.  
 
A change in relationship also implies a change in the 
way he (and his team) is perceived. Interestingly, it 
has not only provided him with a valid way of 
engaging with others, but his actions have also 
transformed the others’ view of him. In the process of 
feedback from more ‘operational’ peers on the course 
provided validity testing for his new ways of thinking.  
 
The diverse range of people with whom he interacts 
are his source of confidence, validation and 
verification that he is doing well and is ‘good enough’ 
to engage with those who are hierarchically higher up 
in the organisation. His interactions and his personal 
reflections on the relationships he creates/nurtures 
provide him with on-going feedback on his actions. As 
such, others are an important to his learning and on-
going development as a leader. 
 
Now that he has established relationships with others, 
he also feels that he has a longer term responsibility 
toward the people whose ways of thinking and 
practices he has transformed; an on-going duty of 
care. 
 
Self in relation to structures/parameters 
 
Drake acknowledges and appreciates that his 
leadership role (especially within projects) offers him 
unique developmental opportunities, which are not 
readily available if one is not working with 
stakeholders at multiple levels in the organisational 
hierarchy and across the institution. Indeed, Drake 
perceives that taking a leading role in these projects 
can provide greater opportunities for personal 
development than just being part of them. 
  
“Um, but I think the types of opportunities you get 
when you’re leading on a project you might not 
necessarily get when you’re, um, a member of a 
project team.  For example, the areas where you have 
to go and, um, speak to senior committees about a 
change of process, and you’re constantly talking about 
it.  So, um, you’re able to articulate the vision, um, a 
bit more effectively.  Um, yeah, I think in terms of a 
sort of… a role in the future, moving into, um, you 
know, a later career role.  Having that experience of, 
um, being able to work across an institution and being 
able to implement and lead on change, um, so you 
know, leadership as a sort of quality in terms of 
looking at a future role, um, the type of projects that 
I’ve been involved in have really helped me to try and 
develop that area of myself.”   
 
However, in his current role, he is reliant on those who 
are higher up in the institutional hierarchy to 
champion both him, as an expert, and his ideas, as 
having the potential to transform and achieve desired 
outcomes. 
  
“But we don’t necessarily have the authority, um, to 
enforce any of that change … we kind of have to rely 
on, um, senior members of staff to be involved in, um, 
supporting and being advocates for any type of change 
that we’re involved in.” 
 
Of particular interest are Drake’s views on change. He 
believes that a positive approach to change is both a 
requirement of the job as it is a result of doing the job: 
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interacting with Drake, the academic community is 
also transforming its perception of him (and of his 
team) and it is re-positioning itself accordingly in that 
relationship. 
 
In leading the e-assessment project and transforming 
the practices of his colleagues and their perception of 
him (and his team), he believes he’s done a 
‘reasonable job’, quickly, competently and in line with 
the goals that were set by the institution. Although he 
is satisfied with the job at hand, he feels that there is 
always room for improvement. The learning he had 
undertaken as part of this project has demonstrated 
that more could have been done and in better ways 
and there is still more that needs doing. 
 
“I think in the role that I’m in and the team that I am 
in, we have got to have a mindset that is accepting of 
change.  Um, I think the fact that we deal with 
technology which changes so rapidly, um, helps us deal 
with change within our institutions….I think the fact 
that, um, we deal with change so often, um, puts our 
minds in a frame that we might be a little bit more 
predisposed to, um, accepting change, um, with a bit 
more enthusiasm and optimism, rather than seeing it 
always as, err, um, a negative thing.” 
 
Finally, he appreciates that his workplace affords him 
significant levels of personal development (partly due 
to the fact that he is based in a central service) and 
skills which could not be acquired in more formal 
ways:  
 
“…the type of projects that I’ve been involved in have 
really helped me to try and develop that area of 
myself.  Um, and I don’t think I would have been able 
to have got that from, say, a full day training 
workshop.  You know?  I think it’s the actual doing of 
it, um, that has really helped me to develop the sort of 
practical application, um, of change management or 
leadership theories.” 
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Case 7: Helen 
Participant profile 
Helen, a female in her 50s, holds the post of a ‘Senior Officer’ who is leading e-learning at a 
very large (over 25,000 students) research-intensive university in the North of England. She 
has been at her institution for approximately 12 years and in her current post for eight 
years.  She feels that although her job title hasn’t changed, her role has changed 
significantly. Through the interview it was not ascertained what discipline she studied at 
university.  
Organisational structure 
Her institution has undergone a significant amount of change with regard to committee 
structures/governance. This had direct implications for the institutional e-learning agenda 
and for her personally. She is based in a large central staff development unit (approx. 35 
staff members). Hierarchically, Helen is three steps removed from the institutional senior 
management team and four steps removed from the Vice Chancellor. 
Multi-Factor Leadership Questionnaire (MLQ) 
Helen’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development: 
• Instilling pride in others for being associated with her 
• Displaying a sense of power and confidence 
• Talking about her most important values and beliefs 
• Articulating a compelling vision of the future 
• Getting others to look at problems from many different angles 
• Re-examining critical assumptions to question whether they are appropriate. 
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The essence of learning for Helen 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts connected 
with learning are aroused/evoked - conditions that 
must exist for something to appear) 
 
Of all the participants, Helen has demonstrated the 
least personal growth and development. She 
provides one of the more emotional accounts of 
working within the role of HeL, but it is full of 
negativity.  
 
She describes two important learning points, both in 
relation to herself, and both of which emerged from 
very difficult and unclear situations.  
 
The first learning point was: 
“Um, I think I’ve stopped putting senior academics 
on pedestals!”   
 
She goes on to describe how she has been putting in 
a lot of work in the background (preparing 
documents, proposing solutions, planning projects) 
because senior academics, who were meant to be 
leading the project(s), were not making progress 
with the objectives at hand.   
 
“…some of the people that are leading aren’t, um, 
doing it as effectively as I would have expected them 
to, I think I’ve learned how much I know and what I 
actually… how I could have… could be leading that 
myself, in a way that, um, I wouldn’t have necessarily 
thought about if I hadn’t been doing it from behind 
the scenes a bit.” 
 
This learning point has been in relation to self-worth, 
self-esteem, and self-confidence. Her experience has 
transformed the way in which she views herself in 
relation to her colleagues and she has come to 
understand the worth of her work and her 
contributions. 
 
The second learning point has been about her, in 
relation to the structures of the university. Having 
been part of a restructure and the introduction of 
new governance structures she was able to 
observe/compare how much more effective her 
work is now (under the new structures) in 
comparison with 18 months ago. This has enabled 
her to realise that many of the issues she was 
experiencing, which left her feeling unworthy, 
seemed to disappear under the new structures. Her 
specific learning point was that lack of progress with 
the e-learning agenda had little to do with her as an 
individual – it was not personal.  In the process she 
also learnt what works and what doesn’t in relation 
to implementing institutional agendas: 
 
“…I can now see that I have a much more valuable 
contribution to make, and it is being valued, and that 
Self-presence in learning 
Helen’s account of her lived experience at work is 
highly emotional. She talks about struggling to cope, 
finding it challenging, feeling lost and insecure, 
marginal and inferior (more so than any other 
participant). 
 
She has a sense that her role is valuable because she 
has greater interactions with certain parts of the 
university, but she does not appear to have reflected 
on this much. Instead she relies on past 
information/discussions to answer the question:  
 
“Um, I think I’m in a unique position.  I remember this 
has come up before.” 
 
Reflection on her own practice does not come naturally 
to Helen.  
 
“Um, I guess. I wouldn’t have thought about this until… 
without you asking the questions, but I guess I am 
feeling like that about this.  Yeah.”   
 
It is something she struggles with, despite the fact that 
she occasionally reserves time to contemplate things in 
greater detail. This contemplation does not tend to 
result in positivity about herself or her work: 
 
“I have days when I just sometimes sit and think, you 
know, “What… is this learning technology really of any 
use to anyone at all?”  My whole career is about this, 
and is it…?  You know?  I just totally lose faith.”   
 
Self in relation to others 
 
Helen exhibits very strong feelings of inferiority in 
relation to academic colleagues and marginality in 
relation to the authority and structures in which she 
operates. This contributes to her feelings of being an 
imposter and accounts of this are evident throughout 
her interview. An example is provided below which 
illustrates these feelings and highlights the fact that she 
is not an academic: 
 
“But I do feel like… I don’t… I mean, I’ve got colleagues 
who… who, um, are more focussed purely on learning 
and teaching.  And I feel like they know that agenda so 
much better than I do.  And I don’t know it as well as 
I’d… and if I just had time I’d sit and I’d for example just 
really take… E-assessments is another one.  I’d sit and 
I’d really listen and take on board all that’s going on 
about assessment at university.  And then I’d find out 
about all the technology that’s across the assessment.  
And then I’d go… and I just can’t.  And that’s just one 
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we’re developing structures which are moving 
things… agendas forward in a way that they 
weren’t… couldn’t before.  So you can actually… I’ve 
also learned, I suppose, about… something about 
how to, um, sabotage and how to help.  And move 
agendas forward.” 
 
She summarises it well, when she says that: 
 
“I think a lot of the learning that I’ve been doing 
recently is kind of like reinforcing what I already 
knew, um, strengthening, rather than actually 
something brand new…And yes, gaining confidence.”   
 
Helen values working with a diverse range of people 
from across the institution as it broadens her 
understanding of her environment and its resources. 
She is able to make the links between diverse 
stakeholder needs and how the institution wishes to 
move e-learning forward; however this is often 
overwhelming for her. 
 
She feels the same is true for others who 
occasionally work in third space:  
 
“Um, I think for some of them, and again possibly the 
academics I’m talking about they… they are 
experiencing that diverse group for the first time.  
Um, and coming across, um, some of the language 
about technology and the, um, ways in which we 
talk.  We work around technology for the first time.  
So the bigger picture about technology, and I think 
that’s terrifying for them!”   
 
small part.” 
 
However, she also demonstrates a sense of duty to the 
university and commitment to her role by taking on 
additional work (which was meant to be done by senior 
academic colleagues). However, useful this is, it does 
not provide her with a means of job satisfaction as she 
does not get any reward for it. It has however, resulted 
in her primary learning point as described in her 
account. 
 
Self in relation to structures/parameters 
 
Helen is experiencing a lack of clarity with regard to her 
role and she isn’t really sure what her role is…it is no 
longer what it used to be and the way she describes it 
now it appears to be a collection of tasks. Her 
perceived value is in being able to 
communicate/translate/mediate between parts of her 
institution (working in 3rd space), but she does this with 
a distinct lack of authority; she makes suggestions and 
she initiates discussions about change, but does not 
actually lead change.  
  
“So I can often be sort of, um, leading a lot of the 
direction we’re going with, although I’m not doing that 
officially, if that makes sense.” 
 
“…and I tend to choose what I contribute to those 
groups.  Um, there is no expectation from those… I’m 
not directed by the groups very often in terms of what 
contribution I make.  I volunteer my contributions a lot 
of the time.” 
 
Helen feels that he lack of clarity around institutional 
priorities, strategies and structures have actively stood 
in her way in relation to developing further as a 
leader/professional. 
 
“I think it’s been hindered….Yeah.  Um, that’s an awful 
thing to say, isn’t it?... I mean, a year ago, well, 18 
months ago, I was really unhappy at work, and I felt like 
I was just being blocked and hindered left, right and 
centre.  And getting no positive feedback or anything.  
And it wasn’t personal, but it was very, very hard not to 
take it personally.” 
 
However, new committees/governance structures (inc. 
in relation to e-learning) have emerged at Helen’s work 
place which has enabled the prioritisation of her work. 
An understanding of the institution’s direction and 
strategic goals means that she can be selective about 
what she engages with and can manage expectations.  
 
“I think that has helped me, um… it’s contained me in 
some ways, that’s been really helpful.  So I don’t feel 
like I’ve got the whole world and I’ve got to work out 
which bits of it to engage with.  And, um, as a result of 
that… I’ve got more direction. And I think that’s 
actually helped me be more structured in my thinking, 
um, more consistent in my approaches.” 
 
Despite the clearer institutional agenda, change 
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remains a challenge for Helen, especially when 
something is new and has become a high priority very 
quickly, without any lead up to it (i.e. FutureLearn 
initiative) or is contradictory with previous ways of 
working.  
 
“Um, for me personally keeping up.  Um, and being able 
to have enough time to sit and read and think and listen 
and inform opinions about things.  Um, I really struggle 
with that.  Um, and I don’t have a strong sense of where 
we’re going, really, at the moment.  Where it’s leading 
to.” 
 
Interestingly, in an area in which she needed to 
improve/learn (management skills) she received 
structured support (unspecified) so as to become 
clearer and more assertive. 
 
Projects which aim to bring about change in a top-down 
manner sit more comfortably with Helen and she feels 
that she can effectively contribute to these. However, 
when influencing/persuading/convincing is required, 
Helen does not feel that she can be as effective. This is 
evidenced by her description of the implementation of 
the VLE at her institution; this description is one of the 
very few points in the interview where she is positive 
about her role/contribution. 
 
“Where we had a very strong vision at the beginning.  
That, um, everyone… that all modules would be 
involved.  And we had a vision of what that would look 
like and a minimum expectation…So it is a normal 
expectation, and for me that experience was really 
good.  Rather than trying to persuade people that they 
might be interested in trying to do something, the fact 
that there was an institutional decision that, “We are 
going to spend a big investment in VLE and in training 
and in everything that goes with it, and support staff, 
and there is an expectation you will engage”.  And that 
worked.” 
 
 
  
 191 
 
Case 8: Ingrid 
Participant profile 
Ingrid, a female in her 50s, holds the post of ‘Senior Lecturer’ responsible for e-learning, 
although she admittedly varies her title accordingly depending on whom she is speaking.  
She is based in a medium-sized, teaching-focused, post-92 university in the North of 
England. She has been in this role for almost 12 years and her original job title when 
appointed was ‘Senior Advisor’.   
At university she studies law, but went on to do a post graduate degree in a topic related to 
IT. She is currently undertaking her doctorate on a part-time basis. 
Organisational structure 
Ingrid is part of an educational development unit, which has grown significantly (through 
mergers) over the last few years. There are now 11 individuals in the unit. Hierarchically, 
Ingrid is three steps removed from her institutional senior management and five steps 
removed from the Vice Chancellor. 
Multi-Factor Leadership Questionnaire (MLQ) 
Ingrid’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development: 
• Displaying a sense of power and confidence 
• Instilling pride in others for being associated with her 
• Talking about her most important values and beliefs 
• Specifying the importance of having a strong sense of purpose 
• Considering the moral and ethical consequences of decisions 
• Talking enthusiastically about what needs to be accomplished 
• Talking optimistically about the future 
• Articulating a compelling vision of the future 
• Expressing confidence that goals will be achieved 
• Re-examining critical assumptions to question whether they are appropriate.  
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The essence of learning for Ingrid 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to appear) 
 
Her account of her experiences of working and 
learning in the workplace do not permit us to infer 
whether she has developed much as a leader since 
2009/10 – indeed, there is little evidence that she has. 
To an extent this is because of the significant amount 
of changes that have taken place at her institution, 
which have had a direct negative effect on her, both 
professionally and personally. 
 
She appears to be fairly resilient in her approach to 
work; trial and error appears to be an acceptable form 
of learning about technology and getting it to work.  
 
“If you’re reasonably competent and confident 
technology-wise, you’re fairly resilient.  So the 
technology falls over and you just start it up again or 
you… you know, you try it a different way or 
something.” 
 
However, this resiliency is not replicated in her 
approach to developing as a leader. In terms of 
learning for leadership development it appears that 
Ingrid has been hindering herself by actively choosing 
not to engage in certain activities as part of her role. 
However, this has prohibited her from having the 
wider, institutional view of developments and being 
able to articulate a vision and take people with her. 
The importance of the need to understand the wider 
context has been a key learning point for her. In the 
meantime, she has been working on a much smaller 
scale to make a difference to enhancing learning and 
teaching. 
 
“Um, and getting into the choices and decisions about 
wider systems and taking that broader view wasn’t 
really part of my world view at the time, I guess.  Or it 
was, but it was peripheral.  And I guess I really have to 
decide if that’s what I want to do.  Or whether I’m 
more interested in working at the academic level, 
dealing with students, if you see what I mean.” 
 
The learning point she discusses is one of process. In 
order to achieve an enhanced status (for her it is the 
leadership role she would like to have) then she now 
knows the processes she needs to undertake in her 
work.  
 
“I think that it’s forced me to stop burying my head in 
the sand, I guess.  About, you know, what my job 
actually involves.  Is going to involve if I want it to be 
interesting and I want it to… if I do want that 
leadership role, of, I guess… or that influential role.”    
 
These will enable her to demonstrate leadership 
Self-presence in learning 
Her past experiences of having had that enhanced 
(more influential) leadership role have been 
extremely negative. For this reason, she doubts 
whether she should allow herself to become actively 
engaged in developing herself into that role again.  
 
“I guess in terms of leadership and management, the 
project I did… I didn’t realise how long ago it was.  It 
was in the ‘90s.  The late ‘90s.  It was such a traumatic 
experience for me as a project leader/manager.  A 
bad, traumatic experience…I really wanted to avoid 
having any sort of managerial/leadership, stick my 
head above the parapet responsibilities.” 
 
She knows she can develop if she only allows herself 
to engage in certain activities, but is avoiding doing so, 
despite the fact that she desires it. Instead she is 
exploring other routes; she feels that she can develop 
as a leader further by taking a more formal route and 
has enrolled to do a PhD. It is unclear why she sees a 
research degree as a means to a more enhanced 
leadership status, but we can infer that this is valued 
within the academic community in which she 
operates. Admittedly, she is not fully engaged in the 
process (lack of time), but has found more practical 
workshops offered to her as a research student (team 
building, development, fundraising, etc) valuable and 
applicable to her role. 
 
Her PhD is also an avoidance mechanism she has put 
in place as a means of keeping distracting her from 
getting more involved in particular areas of work. 
 
“I’ve got this urge that I keep having to control 
about… I see a problem, I’ve got to try and fix it.  
And I have to realise (a) I’m not responsible for 
everybody’s problems, (b) I’m not going to be able to 
fix everything and (c) if I can’t fix it, it makes me feel 
quite depressed.  So to avoid it for that reason as 
well.” 
 
Finally, she accepts that she has limited herself in her 
role and ultimately in her learning. This is the first step 
towards acknowledging personal development needs 
and outlining a path within her work which will enable 
her to develop as a leader (i.e. investing in people, 
taking a risk, etc). 
 
Self in relation to others 
 
Interestingly, Ingrid has opted to do her PhD as a 
means of keeping her busy, and distracting her from 
the upsetting scenario at work involving her 
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qualities and eventually be trusted/approved by 
others to take on a more senior leadership position. 
However, it will require significant effort/personal 
agency in order to achieve this and she may not be 
quite ready. 
 
“I really wanted to avoid having any sort of 
managerial/leadership, stick my head above the 
parapet responsibilities. And, um, sort of having to 
come to terms with, “Actually, if I want to do 
anything, get anything done, I’m going to have to do 
that again”.  So I’m gradually building up my courage 
and being a bit more proactive.” 
 
She is accepting of the fact that she needs to focus on 
and invest a significant time in people, building 
relationships and demonstrating value, even if a 
project does not end up having concrete outcomes. 
She sees this as means of gaining that wider 
perspective she needs in order to develop as a leader:  
 
“I’ve realised actually how many stakeholders impact 
on the student experience.  Particularly when it comes 
to… it relates to technology.  Because quite often… I 
think lots of staff who… who do things don’t realise 
the impact of what they do or don’t do is on the 
student experience.  Which is the Holy Grail at the 
moment [of higher education].”   
 
However, in her interview she does not describe any 
learning she has undertaken which has enabled her to 
grow and develop as an individual and as a leader. 
There is no evidence of transformational learning in 
her account. Although she undertakes learning as a 
means of keeping up to date with developments in 
technology, she simply adds to her conceptual 
framework and does not revisit or challenge these or 
her assumptions. There is no evidence of 
transformational learning in her account. 
immediate line manager.  
 
Ingrid feels that she is doing a significant number of 
things that he should be doing, picking up the pieces 
of someone’s inability to carry out that role. However, 
not only does she resent having to do it (she needs to 
do it so as to improve team dynamics, achieving goals, 
etc) but she is not able to do it as she does not have 
access to the relevant resources. This is hindered by 
the fact that her manager is acting as a filter between 
her and more senior colleagues who have decision 
making powers and relevant resources at their 
disposal. Indeed, her contribution is not 
acknowledged either.  
 
Her lack of access to more senior colleagues, as well 
as her avoidance of certain aspects of her role, has 
resulted in her marginalisation. She, and the rest of 
her team, appear peripheral to large cross-
institutional, third space projects and therefore have 
limited opportunities for learning from third space 
experiences. 
   
“I think one of the issues that my team have, not just 
me, is that we tend not to be invited to be involved in 
these kinds of projects. I think because quite often the 
senior management team don’t understand what we 
do or what we can do. Um, and if we get involved we 
have to push our way in.” 
 
Self in relation to structures/parameters 
 
Ingrid has been experiencing a significant amount of 
change, and it has been on-going for almost two 
years. It is predominantly related to strategies being 
under revision for a significant amount of time and 
changing institutional structures (closure of a school, 
revised curriculum, etc), but has had a significant 
effect on her personally; absolutely all her superiors in 
the organisational hierarchy have changed. Her 
immediate line manager, the PVC and the VC posts all 
have new appointees (VC post was vacant at time of 
interview). Her immediate team, through mergers, 
has also expanded to more than double its original 
size, however strategic direction is not forthcoming.  
 
Of particular importance to Ingrid’s learning is that 
she applied for the post of ‘team leader’, a new 
additional layer of management under the new 
structure, and did not get appointed. She fosters 
feelings of disappointment and injustice, and is also 
resentful towards the person who was appointed as 
her immediate line manager.  
 
She appears to be further removed hierarchically from 
senior management, which hinders the timeliness of 
her work, and the practices of her line manager imply 
a lack of autonomy for Ingrid. She is required to 
speak/influence/get approval first from people further 
down the hierarchy and work her way up slowly.  
 
“And he [Director of IT] can… he’ll sign an email to say 
he’s been to see the PVC on three different occasions 
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with his boss, his line manager, about three different 
things.  And I think, “It takes me three weeks to get 
through my boss to get to see her”.  Because he’s [her 
boss] very hierarchical.”  
 
Indeed, she finds herself dealing with the 
shortcomings of her manager, taking on the more 
senior leadership role for which she was not deemed 
suitable, but not receiving any official 
acknowledgement or reward.   
 
A significant parameter for Ingrid, is the lack of 
progress she perceives in relation to technology 
enhanced learning, and wonders about what can 
really be achieved:  
 
“…somebody’s put a quote up from xxx and I thought 
that is so where I’m at.  She was sort of saying in one 
of her publications somebody was quoting from that, 
“We’ve been on this cusp of technology driving this 
transformational change for about the last 15 years, 
20 years.  We’ve never actually got there yet”….that’s 
been the strapline of almost every project I’ve been 
involved in since about 1996…” 
 
“I think I’ve just become more realistic and more 
pragmatic about things.  Maybe accepted things that I 
was… I was probably a bit more evangelical when I 
was first starting out.” 
 
This leaves her disheartened and contributes to her 
feelings of doubt as to whether she wishes to have a 
more senior leadership role in the future.  
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Case 9: Andrea 
Participant profile 
Andrea is a female in her late 40s, holds a ‘Manager’ post and is leading e-learning in a 
medium-sized, research-intensive institution. She has been in post for just over 12 years. 
She studied economics as her first degree discipline and then undertook post graduate 
studies in the fields of education and IT. 
Organisational structure 
Andrea is based in an educational development unit and manages two out of the three 
learning technologists in her area. She is unclear as to the official reporting lines from her 
post to the Vice Chancellor. She confuses organisational hierarchy with institutional 
governance structures. 
However, at the time of interview, Andrea was in the middle of a restructure. Her new 
unit/service will be significantly larger as a direct result of a number of smaller units 
merging to bring together the staff development, e-learning and quality 
assurance/enhancement areas. 
Multi-Factor Leadership Questionnaire (MLQ) 
Andreas’s MLQ highlighted the following low frequency transformational leadership 
attributes/behaviours which could potentially be addressed through development: 
• Instilling pride in others for being associated with her 
• Going beyond self-interest for the good of the group 
• Articulating a compelling vision of the future 
• Re-examining critical assumptions to question whether they are appropriate 
• Seeking differing perspectives when solving problems 
• Spending time teaching and coaching. 
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The essence of learning for Andrea 
 
Textural description 
(a description of the nature and focus of the 
experience of learning) 
Structural description 
(a description of ‘how’ feelings and thoughts 
connected with learning are aroused/evoked - 
conditions that must exist for something to appear) 
 
In Andrea’s interview, we did not have time to reflect 
on the particular areas of development outlined in 
the MLQ. However, her accounts of work and her 
experiences of learning at work enable us to infer that 
she has developed in the majority of those areas over 
the last few years.  
 
The learning that Andrea describes focuses on 
working with individuals, building relationships and 
being able to use these in order to achieve her goals.  
It has been particularly enlightening for her to realise 
that if she gets the right, enthusiastic, senior person 
on board with her way of thinking, then the 
achievement of her goals is significantly facilitated.  
 
“…the choice of Chair has made a big difference.  Um, 
I think that’s really a lesson learned for me.  Involving, 
err… giving, if you like, not involving, but giving a 
stake of some kind of work, some kind… you know, of 
a project, to someone who has an interest and is at 
the right place [in the hierarchy], plays, you know, a 
very… it’s very important.  Um, so the choice of the 
Chair of the steering group has proved to be 
amazingly helpful.  To get to… to get the… if you like 
the outcomes of the project or get the project known 
to senior managers.  Senior management of the 
university in general.”   
 
Accessing and managing such people is now deemed 
a key part of her future success. So, through her work 
she has re-conceptualised her ideas and techniques to 
change management and how they apply to her 
particular setting. Her previous conception of change 
management is now perceived to be less effective, 
and most likely inaccurate. 
 
She feels that this learning is accompanied with a 
lasting change in her approach to work. That change 
is in relation to no longer following hierarchical 
protocols, but making contact and expressing views to 
individuals which are usually not in her immediate 
environment and are significantly higher up in the 
organisational hierarchy. This helps her circumvent 
structures which constrain the achievement of her 
work.  
 
“…through the digital literacy project I contacted the 
VC.  And I had some personal correspondence…So this 
is a small… well, this is a change in terms of, yes, I’m 
going to email.  I don’t care.  I’m going to email!” 
 
In trying to address all the changes that are taking 
place, positioning herself and the services she 
provides, she has had to learn to ‘let go’ of things and 
Self-presence in learning 
 
Changes to HE, changes in technology and general 
changes around the subject of her work excite and 
motivate her. She views them as great opportunities. 
However, she makes a distinction and discloses that 
changes in her personal life are not as welcomed. 
Indeed, changes in her work circumstances are 
unsettling as they could potentially also affect her 
personal life outside work.  
 
Because of the rapid changes in her environment, her 
involvement in third space projects is a highly personal 
experience. Not only does she need to achieve the 
outcomes of the projects, but her insecurity leads her 
to consider the wider implications for her institution 
(is her work aligned to institutional key performance 
indicators) and also for herself (is she perceived as 
important and integral to achieving the KPIs). 
 
As she is in a particularly difficult restructuring 
situation at the moment, her new approach to work 
(making contact with those higher up in the 
institutional hierarchy) is partly motivated by the need 
to increase not just the profile of e-learning within her 
institution, but also her own profile. Increased security 
in times of change forms part of her motivation.  
 
 “…that project is very important.  Err, but I feel that 
where I am at the moment, I really need to see the 
impact of the project on the organisation, and how 
does… where does this place me?  Because I feel 
vulnerable. Definitely feel vulnerable.” 
 
She is personally excited by transformational learning 
and how it features in her work, as illustrated by 
which project she chooses to discuss: 
 
“I will talk to you about the digital literacy, because 
that… that is, um, a little bit more exciting.  It’s, you 
know, developmental work rather than, um, support 
work.” 
 
 
Self in relation to others 
 
Andrea mediates between her institutional 
environment and development in the sector. She feels 
that she is well positioned to influence developments 
in an informed manner, because of her proximity to 
academics (understanding their needs) and because of 
her understanding of the developments in TEL. 
However, she feels that lack of access to those higher 
up in the hierarchy are constraining her and what she 
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delegate more. She has had to change how perceives 
herself and others’ perceptions of her. She cannot be 
seen as a leader, if she doesn’t have followers. Also, 
practically, she cannot delegate unless others are 
willing to accept work/responsibility delegated to 
them. Finally, she has realised that it is not possible to 
focus on the wider context, the more strategic 
elements of the job, and continue doing the 
operational aspects of it; an overview of the 
operational aspects is enough. 
 
Interacting with diverse stakeholders in third space 
offers Andrea opportunities to widen her knowledge 
base of needs and requirements and offers hers a 
greater understanding of the academic community – 
she adds to her conceptual framework of what it 
means to be an academic.  
 
Interestingly, third space projects have also enabled 
Andrea to learn about practices at other institutions 
and certain unknown aspects of the TEL agenda.  
 
 
is able to achieve.  
 
Her key learning point is about others. It is about 
involving the right people and how they can actually 
influence change. People are resources which can 
enable or hinder her achievement in the workplace. 
 
She enjoys and values the diversity which is offered in 
third space (multiple stakeholders, different 
perspectives). She feels confident in this setting, and is 
not daunted by any gaps in her knowledge she may 
uncover with regard to new/diverse practices and 
concepts in different parts of the institution. However, 
she finds it occasionally challenging when there are 
conflicting priorities she needs to address. 
  
This vulnerability and insecurity she discusses as part 
of the changes that are underway also imply feelings 
of marginality in relation to others, i.e. not being seen 
as the ‘go to’ person and not being part of key 
institutional goals. It is particularly telling that she 
measures the success of the project by how much she 
has been able to reduce her marginality and change 
others’ perceptions of her importance in the 
institution. 
 
“I have contributed a lot of… myself in the project, 
because I wanted, um, it to be, um, successful.  And I 
wanted finally the digital literacy agenda to be 
associated with me, but most importantly to be, um… 
to make senior management aware of this, and 
actually this project has been successful.  It has 
achieved that aim.  Um, I have invested a lot of myself 
in it…” 
 
Self in relation to structures/parameters 
 
Andrea demonstrates confusion in relation to what 
her job title really means and whether it reflects what 
she does in her role. She perceives that the change of 
job titles she has had since she first started in post, 
has been accompanied with a change in her 
responsibilities and the ways in which she works. She 
started off in a support role, very much working with 
her immediate team to support individuals’ use of 
technology and predominantly did demonstrations. 
Now, she is managing staff, co-ordinating the 
implementation of institutional systems, involved in 
bidding for funds, is co-ordinating cross-institutional 
projects and involved in strategy development.  She 
has:  
 
“an overview of the operational, I hope.  Um, but I 
also… I am involved with strategic work.”   
 
Despite the entirely different skill set which is required 
and she has developed over time, this change in job 
title wasn’t accompanied by a change in grade for this 
post/monetary reward. 
 
Through these changes she perceives she has gained 
personal experience and that the nature of the work 
(projects in particular) enable her to take forward the 
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TEL agenda. She views recent changes in the way her 
institution addresses e-learning related issues 
(strategic reviews, steering group, etc) as a newfound 
realisation that the institution needs to catch up with 
developments in the sector. However, she feels that in 
this rush to catch up that the institution is actively 
seeking to take control and assure the viability of 
some of the ground work that has already been 
carried out; this ground work includes pilots which 
have not been strategically led and have been going 
on for a while without any evaluation and sustainable 
path forward. She perceives that the institution needs 
her to change yet again, because of this. However, due 
to resource constrains Andrea sees this as being 
particularly difficult. 
 
She recognises hierarchical reporting lines as a barrier 
to achieving her goals. Her immediate line manager 
has acted as a gatekeeper, who enables or prohibits 
Andrea’s views being heard depending on whether 
s/he understood/approved of them. She finds this 
particularly frustrating. 
 
“… there are a lot of challenges in terms of, um, me 
not reporting to a higher level… I don’t have an 
opportunity, you know, to give that information and 
tell the University what they ought to be doing… I have 
too many reporting lines, and I can never arrive at 
the… you know, the right person.  It has to be like, err, 
Chinese Whispers.  I have to tell my line manager, and 
depending on the interest and engagement of my line 
manager with TEL, err, this information will go up and 
some things will happen.”  
 
She sees her new line manager (only just instated at 
time of interview) as someone who is knowledgeable 
and well respected in the field of e-learning and 
therefore views her as a valuable resource.  
  
 
 
 
  
 199 
 
Appendix 5:  
Composite thematic portrayal of 'learning' in third space 
 
 1 2 3 4 5 6 7 8 9 
 Cloe Nishi Patak Roman Clark Drake Helen Ingrid Andrea 
1. Autonomy                   
Participant enjoys high degree of 
autonomy 
X X X X X X X X X 
Facilitated by:          
• Hierarchy, hierarchical 
position 
X    X     
• Lack of progress made by 
others 
      X  X 
• Only general guidance 
provided in one's work by 
more senior/academic staff 
(i.e. approval of plans/key 
milestones, including due to 
lack of understanding by 
immediate manager/ senior 
manager/project sponsor) 
   X  X X  X 
• Others' expectations (due to 
contract, previous work, 
perceptions of role, etc.) 
  X    X X  
• Expectations to deliver 
(externally funded projects, 
responsibility for 
operationalisation of 
strategy, etc.) 
  X      X 
• Having the trust of others   X X      
• Not feeling pressured to 
provide solutions/be an 
expert 
   X      
• Being associated with an 
institutional 
strategy/direction/cross-HEI 
projects 
 X X      X 
          
Restricted by: 
(some participants offered 
additional info) 
         
• Hierarchy, hierarchical 
position, HEI structures (inc. 
clarity of these) 
X    X  X X X 
• Lack of understanding by 
immediate manager 
       X X 
• Resource/budgetary 
constraints 
X         
• Non-academic status  X        
• New/unplanned HEI priorities   X       
          
Evidenced by: 
(some participants offered 
additional info) 
         
• Working in third space  X X       
• Ability to choose which areas 
of work to get 
involved/contribute to/avoid 
    X X X X  
• Being able to take high 
impact decisions without 
involving large numbers of 
  X X      
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people 
          
2. Transformational learning 
experiences  
(non-formal) 
                  
a. Transformation of the self 
(as a result of undertaking a 
transformational learning 
experience or as a result of 
facilitating the transformational 
learning of others) 
X X X X X X X Perceived 
potential 
enhance
ments  if 
learning 
had been 
undertak
en 
X 
Topics of learning from 
transformational experiences 
(undertaken or facilitated): 
        
• About relationships (inc. 
involving the right people, 
best way of 
communicating/positioning 
self and team in relation to 
others, need to involve the 
right people based on 
skillset/status, how to 
nurture relationships, need to 
get people on side, 
importance of other 
perspectives, change 
management techniques, 
influencing without authority, 
etc.) 
X X X 
(for 
other
s 
only) 
 X X  X X 
• About self in relation to 
others(i.e. stopped putting 
academics on pedestals, 
realising that they are 
trusted, realising that they 
can trust others, etc.) 
X X X 
(for 
other
s 
only) 
X   X    
• Wider context (inc diverse 
stakeholder groups and 
cultures, understanding of 
structures, etc.) 
    X      
• Knowledge about new area of 
work 
 X   X      
• Affirmation/refinement of 
existing knowledge 
  X 
(for 
Patak
) 
   X X  
Enhanced status as a result of 
(undertaking or facilitating)  
transformation: 
  (enhancements due to own learning as 
well as a result of facilitating the 
transformational learning of others) 
    
• Value (increased self-
confidence, overcoming 
imposter syndrome, greater 
self-awareness, increased 
sense of security, etc.) 
X 
 
multi
ple 
expe
rienc
es 
discl
osed 
X X X X X X   X 
• Visibility (knowing the DVC 
better, prospect of increased 
responsibility, etc.) 
X 
 
multi
ple 
expe
rienc
es 
discl
osed 
X  X      X 
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• Influence (increased 
authority, can make 
decisions/provide direction, 
etc.) 
X 
 
multi
ple 
expe
rienc
es 
discl
osed 
 X X       
• Knowledge (greater 
understanding of change 
management techniques, 
people management skills, 
affirmation of existing 
knowledge, etc.) 
X 
 
multi
ple 
expe
rienc
es 
discl
osed 
X X  X X X X X 
• Acceptance/approval (others 
bestow responsibility and 
trust on HeL, recognition of 
being an expert in the field, 
being associated with an 
institutional agenda, etc.) 
X  
multi
ple 
expe
rienc
es 
discl
osed 
 X X X X X X  
           
Enhanced structures as a result of 
transformation: 
          
• Access to greater resources 
(including relationships) 
(ability to influence resource 
allocation/different areas, 
given more resources, or 
having access to individuals 
who control resources) 
X X      X X 
• New reliance on relationships 
of inter-relatedness and not 
transaction 
   X X      
• Greater acceptance of the 
TEL agenda  the introduction 
of new change management 
techniques 
  X X      X 
• Feeding into/approval of new 
or updated strategies and 
policies/direction 
 X    X     
• Changes in formal status 
(new job title, JD, remit, etc.) 
 X         
• Providing or operating in a 
new way/improved service  
 X  X X X X    
• Relinquishing operational 
elements of the roles 
  X       X 
• Maintaining the balance and 
not disrupting too much 
  X  X      
• Affirmation of own (possibly 
enhanced) position within HEI 
X X X X X X X X X 
           
Catalysts for transformational 
learning: 
(linked to motivation) 
          
• Needing to prove 
oneself/gain credibility 
(personal scrutiny, passing a 
test) 
 X        X 
• Need to protect oneself X X     X X X 
• Long absence from work X          
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• Having a vision/doing the 
best for the HEI 
  X X X     X 
• Personal career development      X     
• Need to gain clarity in order 
to effectively contribute 
      X    
           
Barriers to transformational 
learning: 
(additional information disclosed 
by some participants) 
          
• Need to protect oneself 
(difficult previous 
experiences can be a barrier) 
       X  
• Ability to reflect on practice       X    
           
b. Transforming others 
(participants facilitate the 
transformational learning of 
others) 
  X X X X  
(as a 
futur
e 
role) 
   
Transformations include:               
• Moving own team from 
'support' to 'development' 
     X X X       
• Encompassing change 
management by forging 
relationships/investing in 
people (inc. 
coaching/mentoring 
relationships) 
    X X X X       
• Instilling beliefs/acceptance     X X         
• Facilitating the creation of 
new structures (inc. support) 
     X X        
               
Transformative actions of 
HeLs/participants include: 
              
• Acting in the name of a 
higher authority (i.e. the PVC) 
    X X         
• Has a vision (or develops one) 
- an ultimate destination is 
articulated 
    X X  X       
• Guidance of others (inc. 
informing, involving, etc.) 
    X X X        
• Being neutral/being 
objective/accepting of 
multiple perspectives 
    X  X X       
• Taking 
ownership/control/responsibi
lity 
    X X X X       
• Ongoing evaluation of self     X X  X       
• Works across the HEI     X X X        
• Demonstrates competency      X         
• Deals with the unknown     X          
• Aims to be at forefront of 
innovation/developments in 
the sector 
    X X         
• Gains the confidence/trust of 
others 
    X (alread
y has 
it) 
 X       
• Is agile/flexible/not tied to a 
rigid plan 
    X ?         
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3. Transactional learning experience (non-formal) - NOT MAPPED AS IT IS NOT OF INTEREST TO RESEARCH QUESTION(S) 
Participants have undertaken 
transactional learning 
(additional info disclosed by some 
participants) 
X X X X X X X X X 
• Topics included: importance of people (inc. people management), aspects of the university (i.e. academic life/cultures, 
governance structures, etc.), confirmation/verification of existing knowledge, importance of linking own work back to 
institutional priorities, learning about teaching/pedagogy, change management, project management (from bidding to 
implementation – inc. financial aspects), coaching/mentoring approaches. 
Catalysts for learning 
(additional info disclosed by some 
participants) 
         
• Catalysts included: Changes in technology, exposure to the wider institutional context/third space, formal courses and/or 
accreditation (supported by HEI in terms of time/funding), teaching (exposure to academic practice and students), 
putting research/knowledge into practice, trial and error (space to get things wrong, safe environment), changes in the 
HE landscape, consciously and actively seeking self-development opportunities 
Barriers  
(additional info disclosed by some 
participants) 
         
• Barriers included: lack of funding for formal courses, lack of time to maintain currency with technological developments 
          
4. Lasting change in participants' 
practice over the last year 
                  
Change in practice 
evident/disclosed 
X X X X X X X No 
lasting 
change 
in 
practic
e 
X 
           
Nature of change:           
• Actively seeking and/or has 
given self permission to 'let 
go' of operational aspects of 
role to focus on more 
strategic issues (still maintain 
oversight of operations) 
X X (has 
alrea
dy 
done 
this) 
X      X 
• Adopting a 
coaching/mentoring 
approach (inc. influencing 
without authority, being 
neutral) 
 X  X X      
• People-related politics (need 
to involve the right people at 
the right time, etc.) 
X         X 
• Challenging others' 
assumptions and dealing with 
difficult issues (i.e. lack of 
resources, questioning 
established processes) 
  X X      X 
• Increasing active participation 
of self (i.e. in meetings, great 
communication across HEI, 
associating self with HEI 
agendas, etc.) 
   X  X    X 
• Taking an evidence-based 
approach to work (inc. 
considering and 
demonstrating impact   
 X        X 
• New approach to conducting 
meetings (i.e. start with 
inspiring story, appreciative 
approach, enabling all to 
   X       
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contribute, etc.) 
• Bringing supporters with you 
to meetings/presentations 
(i.e. to defend presenter, take 
notes, provide support, etc.) 
   X       
• Adverse personal 
circumstances (inc. 
deterioration of health) 
 X         
• Taking on a wider remit  X         
• Defining own approach to 
work (i.e. more focused, 
repeating use of techniques, 
etc.) 
      X    
• Needing to model 
appropriate behaviours 
 X         
           
Lasting change in practice 
facilitated by: 
(additional info disclosed by some 
participants) 
          
• HeLs have greater trust in 
their team (and stability) 
X X         
• Willingness of HeLs' team 
members to take on all 
operational aspects 
X         X 
• External validation that this is 
the right thing to do (i.e. 
formal course, superior, 
invitations to present work to 
others, etc.) 
  X X       
• Increased self-reflection (i.e. 
micro management is not in 
her own nature, need to get 
more out of meetings, etc.) 
 X X   X     
• Explicit 
standards/expectations 
articulated by the HEI (i.e. 
minimum entitlement to VLE, 
NSS, TEL standards, etc.) 
 X   X      
• Needing to focus elsewhere 
(new remit, own security, 
etc.) 
 X        X 
• Trial and error X          
• Prior course/formal staff dev.      X     
• Institutional governance 
structures/restructuring 
      X    
           
5. Change (breadth, scale and 
pace) 
                  
Participant experiencing/working 
in times of significant change 
X X X X X X X X X 
          
Nature of change occurring in 
participants' settings: 
         
• Sector developments (i.e. 
FutureLearn/non-planned 
work) 
X  X X  X X  X 
 205 
 
• Organisational re-structure 
(new JDs, new remit, 
mergers/splitting of 
own/other units, more staff, 
new governance structures, 
new layers of management, 
etc.)  
 X X X   X X X 
• Curriculum reform    X X X    
• Significant change in 
technology (i.e. replacement 
of VLE) 
    X     
• Changes in way of 
thinking/conceptualising of 
HeLs role (inc. change in 
discourse, responsibilities, 
etc.) 
 X X  X     
• Changes in senior staff (new 
appointments at 
hierarchically higher levels 
than HeLs) 
   X    X X 
• Change in personal 
circumstances (death of 
partner, personal health 
issues, threat of redundancy, 
etc.)  
X X       X 
• Unknown changes, yet to 
come 
 X        
          
Catalysts/drivers for change in 
workplace: 
         
• Information from sector (NSS 
results, info from HeLF, new 
developments, etc.) 
 X    X    
• Enhancing the 'student 
experience'/meeting student 
expectations 
 X  X      
• Acceptance that technology is 
not optional in education 
anymore (student 
expectations, etc.) 
 X X X      
• Other parts of the HEI are 
changing, so HeLs and their 
teams need to respond (inc. 
by moving from support to 
development models, need 
to prepare for unknown 
changes) 
X X X X X  X X X 
• Top-down management 
approaches from SMT (inc. 
not wanting to seem 
managerial, pushing team in 
certain direction) 
 X   X  X   
• Others are enabling HeLs to 
change/HeLs 'let go' of 
operational parts of role 
X X       X 
• Specific tasks require change 
in HeLs (i.e. new skills 
needed, gap in knowledge 
identified) 
X         
• Seeking efficiencies (i.e. lean 
processes, etc.) 
   X      
• Developments in technology 
have new affordances 
     X    
          
6. Others                   
The role of others:          
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• Others validate learning X  X X  X    
• Others validate work and 
feelings about issues at work 
X X X   X X   
• Others as role models X         
• Others as a means of 
differentiation 
   X      
• Others as a source of 
knowledge/information 
(experts in their own right) 
X X X X X X X X X 
• Others as an enabler (i.e. 
source of authority, a source 
of clarity, someone to 
delegate to, someone to 
reflect with, etc.) 
X X X X X X X X X 
• Others as a constraint/filter X X  X    X X 
• Others as consumers   X     X  
          
Importance of others is recognised 
(positively and negatively) 
X X X X X X X X X 
          
Access to others is limited        X X 
          
The status of others is a source of 
marginality/inferiority for HeLs 
X X X X X X X X X 
          
7. Self                   
Actively seeks learning 
opportunities (inc. keeping 
abreast of developments in tech 
and sector) 
X X X X X X limited 
indicati
ons 
this is 
true 
X X 
          
Feelings of 
inferiority/marginality/fraudulenc
e: 
         
• Participant exhibiting feelings 
of 
inferiority/marginality/fraudu
lence 
X X X X X X X X X 
• Participant is aware of these 
feelings and is actively 
mitigating their effect (inc. 
seeking accreditation) 
 X X  X X    
• Feelings arise due to:          
• Not conforming to 
assumptions about being 
interested in the latest 
technology/gadget 
X        X 
• Has breadth of knowledge, 
but not depth (i.e. can't be an 
expert in all aspects, 'Jack of 
all trades' , etc.) 
X      X   
• Non-academic status (i.e. 
limited/none academic 
credibility, not having in-
depth understanding of 
subject discipline(s), 
institution wants projects to 
be led by academics, having 
entered the HEI through a 
non-traditional/non-
academic route, being 
X X X X 
(Does 
some 
teachin
g) 
X X X X X 
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positioned in a central 
service, etc.) 
• Struggling to keep on top of 
role in relation to new 
knowledge 
X      X   
• Not being able to develop 
and/or articulate a vision 
      X X  
• Loss of faith that technology 
will change the status quo 
      X X  
• No sense of clear professional 
identity (purpose of role, 
making suggestions Vs 
leading) 
      X   
• Reduced mobility prospects 
(i.e. not getting a promotion, 
due to limited external 
profile, etc.) 
X       X  
• Not having access to all the 
formal elements to support 
role (lack of authority, 
resources, etc.) 
 X     X X  
• Did not successfully influence 
developments in the past (i.e. 
people did not listen, project 
took different approach, etc.) 
       X  
• Discovering/realising/perceivi
ng gaps in own knowledge 
 X     X X  
• Others are better at it than 
they are (i.e. professional 
project managers make a 
bigger difference than a HeL, 
professional business case 
writers needed, etc.) 
X      X   
• Ideas/solutions were simple X         
• Others being accommodating 
due to HeLs personal 
challenging circumstances 
(personal issues affecting 
work performance) 
X         
• Lack of external profile  X         
• Anxiety surrounding 
disrupting the status quo 
     X    
• Job title (i.e. is not clear, does 
not denote authority, does 
not signify specific area of 
expertise, is meaningless 
outside HE sector, etc.) 
  X    X X X 
• Feeling insecure in times of 
change 
      X  X 
• Lack of confidence in certain 
areas of work (inc. when 
integrating with unknown 
people) 
X      X   
• Senior managers not 
explicitly acting in relation to 
TEL agenda (lack of top-down 
approach) 
 X       X 
• No perceived reward for 
teaching - those academic 
using technology in teaching 
seen as the odd ones (not a 
significant mass) 
   X      
• Leading aspects of work not 
related to learning, but 
involve technology (i.e. e-
   X      
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administration) 
• Not dealing with change well 
(coping better under certain 
conditions compared with 
others) 
X      X   
• Acting on gut instinct (i.e. 
feels like is making it up, does 
not have the right 
terminology to describe their 
practice, etc.) 
 X  X  X    
          
Participant's approach to change:          
• Participant welcomes 
change/views changes as an 
opportunity/actively prepares 
for it/is used to it 
 X X X X X   X 
• Participant welcomes change 
under certain conditions: 
X         
• Understands the topic of 
change/the reason for 
changing 
X      X 
overwh
elming 
X 
scary 
 
• Does not affect their personal 
life outside work 
        X 
• Participant does not cope 
well with change 
         
          
Evidence of reflection on practice 
is disclosed: 
X X X X X X X  
limited 
X X 
• Reflection is 
facilitated/prompted by:  
         
• Access to more senior 
staff/SMT (inc. lack of access) 
X X       X 
• Structured reflection (formal 
courses, qualifications, 
recognition schemes, 
workshops, questionnaires, 
etc.) 
 X X   X    
• Changes to formal elements 
of participant's role 
(structures, JD, title, etc.) 
 X       X 
• Challenging personal 
circumstances provide 
reflection points 
X X        
• Perceived lack of progress in 
e-learning over the years 
   X   X X  
• Actively observing others' 
reaction to HeLs' actions 
  X X      
• Team debriefs/writing up 
after events 
   X      
• Trusted colleagues with 
whom to reflect (inc. 
interviewer) 
  X    X   
• Acceptance of TEL agenda as 
important to HEI - more is 
being asked for by HEI 
        X 
• Viewing others not being 
effective (inc. due to lack of 
understanding of context) 
and/or picking up their work 
to fill the gaps 
    X  X X  
• Comparing ways of working 
over time (what they did 
then, what they do now) 
 X   X    X 
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• Discovering gaps in own 
knowledge prompts 
reflection 
X X        
• Info about and comparison 
with other HeLs or HEIs in the 
sector 
X X      X  
• Lack of authority prompts 
reflection 
 X    X  X  
• Diversity of the people with 
whom the participant 
engages 
  X   X    
• Leading projects      X    
• Repetition of previous work 
(i.e. I've done this before, 
therefore…) 
      X   
• Space/distance from work 
(i.e. allotment) 
X   X      
          
Personal agency is demonstrated 
in and/or required to: 
X X X X X X X X X 
• Deal with new/unplanned 
work 
  X     X  
• Raise own profile/get known  X    X   X 
• Make connections/foster 
relationships/get people on  
board 
X X X X X X X X X 
• Delegate/'let go' of 
operations 
X X X X     X 
• Fill gaps left by others  X     X X X 
• Take ownership of 
agendas/work/strategies 
X X X  X X   X 
• Develop own 
learning/undertake 
learning/keep up with 
developments/develop as 
leader 
X X X X X X X X X 
• Initiate projects/set 
direction/contribute to 
strategy/drive change 
X  X X  X X  X 
• Terminate projects        X  
• Influence those in higher 
positions 
X       X  
• Ensure 
service/product/processes/ac
tions are fit for purpose 
(within constraints)  
X X  X  X    
• Increase personal 
security/save job 
 X     X X X 
• Gain acceptance   X   X    
• Reflect on own practice X X X X X X X X X 
• Ensure effective team 
working/team development 
 X  X X X  X  
• Actively avoid aspects of own 
job/role 
       X  
• Develop personal 
robustness/resilience 
 X  X      
• Agree/develop/establish a 
common vocabulary 
 X        
          
Diversity of people in 3rd space          
• Participant welcomes 
diversity (of people/expertise 
in 3rd space)/view it as a 
learning opportunity (or have 
X   X X X X  X 
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learnt from engaging with 
others who are different) 
• Diversity is viewed by the 
participant as an integral part 
of the role (although it adds 
complexity) - it is a 
resource/tool  
X X X X X X X X X 
          
Emotions/Affective factors:          
• Emotional aspects of 
experiences disclosed as part 
of learning experienced or 
facilitated 
X X X X X X X X X 
          
8. Other structural information                   
• Participants are reliant an 
hierarchical superiors to 
recognise them (and their 
skills) as individuals/experts 
X X X X X X X X X 
• Participant's position in the 
hierarchy - levels from top 
3 3 3 4 3 3 4 4  
(used 
to be 
3) 
Unkno
wn 
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Appendix 6: Mapping of transformational learning experiences 
 
Case 1: Cloe 
Learning experience: Multiple non-formal learning experiences 
 
 
 
  
Cognitive 
(knowledge and 
skills)
Motivation
Physical
Affective 
factors/emotions
Psychosocial
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Knowledge
People
Tools
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
Be effective in her role, maintain high credit within her institution, personal development
Fair approach,  trusting and respectful of experts, embraces things she understands, politically astute, emotionally 
intelligent, operates on instinct/intuition, considers risks, approaches new projects naively/hopefully, operates with 
operational autonomy, suffers from imposter syndrome, enjoys working with people
Experience of teaching and training in higher education, project management skills (limited), experience of dealing with 
structural changes in the organisation,  increasingly analytical, increasingly understands institutional politics, knows how 
to effectively bring people together, understands her limitations
Not comfortable with change, terrified of things she does not understand, confident at times, feelings of 
inferiority/marginality, trusts her instinct, regrets not continuing to read around leadership development
All of Cloe’s resources strongly influence/filter interactions with other resources. 
Additional filters include: personal interests/priorities, existing beliefs related to learning (i.e. ability to learn from 
experience), increased self-awareness (can't do everything, be an expert in everything), limited external profile
Time, funding ,institutional culture (research intensive), organisational hierarchy, senior management, institutional 
politics, access to experts, relationships, accessibility, team dynamics (her team 'protects' her from things), existing 
knowledge of individuals, existing culture(s), willingness of others to share information, availability  and accessibility of 
information, internet access, strategies for learning from others
Ex
te
rn
al
 re
so
ur
ce
s
Environment
Conference literature, funding, books, formal courses/qualifications, structured developmental offerings, strategy, 
organisational hierarchy, ScoopIt, literature reviews, 360 degree evaluations
Internal: HEI (research-intensive, large London-based institution with over 25,000 students, in the top 30 HEIs world-
wide), Information Services (service in which Cloe is based), other stakeholders (academics, senior managers, 
educational development unit, etc.)
External: the HE sector (national and international), specific developments in the  sector (i.e. MOOCs), institutional 
websites, conferences
Networks (i.e. HeLF), Vice Provosts, project managers, external consultants, team members, senior staff, experts in the 
field, her manager, academics, students
Filters
Filters
Although Cloe outlines numerous non-formal learning experiences her descriptions of 
learning are not detailed enough to be mapped onto the tri-partite structure of rituals 
(pilot interview).
Knowledge specifically derived from people and resources in the environment (outlined below), knowledge of Nishi’s 
enhanced status (as a result of the away day), Knowledge associated with her enhanced status (value and influence - 
trusted as an expert in her field)
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Case 2: Nishi 
Learning experience 1: The 'away day' 
 
 
 
  
Cognitive 
(knowledge and 
skills)
Nishi’s existing knowledge about herself 
(capabilities, knowledge, skills, etc.), about her 
HEI, about how to learn new things quickly, 
knowing how to find and access external 
resources, experience of researching
Nishi’s existing knowledge about 
facilitating/participating/leading away days and group 
work, experience of teaching, existing understanding of 
imposter syndrome, note taking, leading 
agendas/discussions
Motivation
Physical
Effort (high degree of perceived difficulty), 
isolated
Wary, stressed, scared/terrified, struggling Relief, reassurance, contentment, positivity
Relies on intuition, continues to put in effort
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
The focus of the away day was a new topic that 
did not fall within her remit (departing from her 
managerial role, area of expertise) 
Separation from her service and team so as to 
prepare to participate in away day
Physically removed from her usual 
environment (inferred)
Communitas – participating/working with colleagues 
across HEI, she holds no formal authority 
Reconsidering existing frameworks
* Definitions – co-creating a common vocabulary
* New knowledge combined with existing understanding
Achieving consensus – negotiating and accepting views, 
beliefs, values of group
Performing and proving own worth 
Enhanced status:
*  Value – increased self-confidence, overcoming 
imposter syndrome, greater self-awareness (is 
hard on self)
* Visibility – knowing the DVC better, DVC has an 
increased awareness of Nishi’s abilities 
* Acceptance/approval - prospect of increased 
responsibility
Structures:
* Outputs from the day have fed back into strategy
DVC’s opinion of Nishi/recognition of expertise, 
invitation to participate (access), place in 
organisational hierarchy/formal status (middle 
administrative  manager)
Relationships, accessibility, group rules/dynamics, 
existing knowledge of individuals, existing culture(s),  
having 'no right of voice' (due to being non-academic), 
feelings associated with being under scrutiny
Knowledge associated with her enhanced status
People DVC
DVC, peers (other Assistant Head), Associate Deans, her 
line manager
DVC, her line manager
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
Ex
te
rn
al
 re
so
ur
ce
s
Filters
Filters
Affective 
factors/emotions
Desire to achieve
Prevailing models of self-assessment, personal success criteria, level of value placed on the opinion of 
others
All of Nishi’s resources strongly influence/filter interactions with other resources
Psychosocial Takes and appreciative and evidence-based approach , calculates risks, is reflective, goal oriented, 
autonomous, has drive, puts in effort, likes challenges, asks questions
Comfortable, confident
High level of personal interest in proving professional worth to superiors, continuously seeks change
Vocal/oral, active
Opinion of DVC, prevailing models of assessment/ evaluation of individual and team performance and 
capability
Willingness of others to share information, availability  and accessibility of information, time to 
prepare/learn something new within existing time constraints, strategies for learning from others
External: HE sector, definitions, practices at other HEIs
Environment
Strategy, institutional goals, evidence, risk assessments
Internal: HEI (post-92, teaching focus, large with 25,000 students, wants to appear non-managerial), Library Services (service in which she is based)
Tools
Organisational hierarchies, away day, specified duration/time, format of away day, entrepreneurialism, 
internet access, institutional and project websites, notes, observation
Knowledge
Knowledge specifically derived from people and resources in the environment (outlined below)
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Case 2: Nishi 
Learning experience 2: New role/restructure 
 
 
  
Cognitive 
(knowledge and 
skills)
Nishi’s existing knowledge about 
herself (capabilities, knowledge, skills, 
etc.), about her HEI and its structures 
and stakeholder needs, experience of 
researching
Preconceptions about the new area/remit 
and its associated knowledge base, Library 
knowledge to deal with information 
overload, her pre-existing knowledge about 
how to learn new things quickly, knowing 
how to find and access internal and external 
resources
Knowledge of new area (technical 
knowledge/expertise)
Motivation
Physical
Curious Surprise, comfort, confidence
Takes a coaching/mentoring approach
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Nishi is no longer in her old role, 
leading/managing a single aspect of 
technology-enhanced learning
Relationship with old team will be 
subject to changes
Physical location has widened
Communitas - liaising with colleagues within 
her HEI and across sector through forums 
and networks, she holds no formal authority 
in this setting
Reconsidering/reconstituting existing 
frameworks 
• New knowledge combined with existing 
understanding – identifying synergies and 
divergence between old and new areas of 
expertise and practises)
• Definitions – acquiring new vocabulary 
associated with media services, 
experimental classrooms, etc.
Enhanced status achieved through learning
• Value – Increased confidence, greater self-
awareness of ability to learn quickly, to 
‘absorb’
• Knowledge specific to new area of expertise 
Enhanced status achieved through new 
structures:
• Visibility - formal status (new title, new remit, 
more staff)
• Influence – authority to influence 
developments in new area
• Service – providing a more comprehensive 
service for the HEI
Previous and current structural 
changes in organisational hierarchy, 
resources are re-distributed, new job 
title
Knowledge associated with her enhanced 
status/structures
People
Existing team, line manager
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
High level of personal interest in proving professional worth to superiors, continuously seeking change, take advantage of 
opportunities to provide a more comprehensive service
Listening, active
Psychosocial Takes and appreciative and evidence-based approach, reflective, goal oriented, 
autonomous, questioning
Comfortable, confident
Desire, belief/faith that the new role/restructure is the right thing to do and has potential, excitement, is trusting of own line manager
Affective 
factors/emotions
Ex
te
rn
al
 re
so
ur
ce
s
Environment
Internal: HEI (post-92, teaching focus, large with 25,000 students, wants to appear non-managerial), 
Library Services (service in which she is based), other stakeholders (academics, senior managers, IT services, etc.)
External: HE sector, definitions, practices at other HEIs
Tools
Organisational hierarchies, job title, Twitter, web resources (blogs, reports, etc.), 
other institutional websites, mailing lists
Strategy, institutional goals, service provision (SLAs), stakeholder views/satisfaction
Knowledge specifically derived from people and resources in the environment (outlined below)
Knowledge
Filters
All of Nishi’s resources strongly influence/filter interactions with other resources
Willingness of others to share information, availability  and accessibility of 
information, internet access, time (need to become effective/competent quickly), 
strategies for learning from others, information overload
Filters
Existing team, new team, line manager, internal stakeholders, external networks, individuals 
in similar role
Confidentiality, trust, the need to appear authoritative and not questioning own self
Relationships, accessibility, team dynamics, existing knowledge of individuals (including 
limitations), existing culture(s)
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Case 3: Patak 
Learning experience: Leadership of project on Online Coursework Management 
 
 
  
Refined existing skillset
Financial management, bid writing skills, ability to 
get funding from external sources, understanding 
university strategies and how to operationalise 
them
Understanding of academic mindset and ways into it,   
problem solving skills
Motivation
Preparedness, agility, being comfortable with own 
approach to change, enthusiasm, understanding the angst 
of others
Regular conscious reflection on own knowledge and 
abilities and aggressively pursuing  formal 
development opportunities to meet needs
Openness/willingness of others to change their 
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Takes ownership and responsibility for the project 
and the changes that will take place, manages the 
risks on behalf of the community
Manages relationships outside the community 
which may impact on the project (third party 
providers of technology)
Takes care of the individual(s) involved in the 
transformational activities
Leads individuals through the transformational process, 
by enabling them to change (and not undertaking changes 
on their behalf)
Provides reassurances
Communicates and tries to build/instil his own personal 
beliefs in others, by exposing them to new ways of doing 
things, new viewpoints and interdependencies associated 
with the change in practice
In relation to self Personal preparation through many formal courses, 
structured reflection processes and feedback from 
colleagues
Relies on own personal inner beliefs that what he is doing 
is for the greater good
Knowledge - Refines own skills in the process  (adds his 
own learning to his existing framework/structure)
Knowledge/acceptance - Personal (re)validation of own 
knowledge through externally recognition of being an 
expert/authority in the field
Funding, human resource constraints, others willing 
to act as sounding boards, senior managers as 
gatekeepers (need to approve projects) 
Short timescales, new unforeseen projects/priorities, 
large workload, understanding of quality assurance 
processes and  procedures
Short term contracts, funding
Knowledge associated with his enhanced status 
/structures
External: Higher Education Academy, the Leadership 
Foundation for Higher Education, HEFCE, access to 
industry and inspirational thinkers, FutureLearn
 Other universities/sector
Line manager, steering group E-learning team, academics, students, system developers, 
temporary staff, administrators
Project managers, external third party contractor
Funding for projects, funding for own development, 
national accreditation framework,  
forma/structured development courses, learning 
technologies, assessment lifecycle (theory and 
process of assessment), the NSS, regulations
Diverse stakeholder views, TQA manuals, assessment 
processes, programme and module structures, process 
mapping, progress reports, piloting new system
Feedback from participants, national recognitionEx
te
rn
al
 re
so
ur
ce
s Environment
Viewing each day as a constant learning process, willingness to accept risk and responsibility, viewing change as a positive challenge, visionary approach, desire to be 
aware of new developments/innovation , eager to responding to change, willingness to trial and fail
Creates the climate/favourable conditions (appetite for change, desire for others to engage)
Gains the support of senior managers
Initiates the project, writes bid and business case, gains initial funding/approval
Involves the entire community (diverse range of stakeholders), which takes an active part in the process
Patak's actions in 
relation to others 
in third space
Enhanced status:
Influence - Project participants have a new set of beliefs 
(pro, against, indifferent) about the project/topic of 
work
Value - Individuals associated with the running of the 
project have a sense of pride at was has been achieved
Acceptance - External recognition of the university's 
practices
Structures:
He hands over the project to the  project manager - to 
incorporate the changes into a revised new structure, 
but without disrupting the status quo of the community
Changes in university perceptions, there is an 
acceptance that this is what the university wants. This 
results in further university investment.
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
Real appetite for change,  wide acceptance of technology to support the curriculum, complexity of  engagement with ALL stakeholders, balancing stakeholder needs, 
working in silos, changes and innovation in educational development, understanding governance structures, the space/safety to trial and fail/learning from mistakes
Knowledge
Knowledge specifically derived from people and resources in the environment (outlined below)
Unclear processes, lack of ownership of assessment-related processes/ or too many owners, balance the needs 
of academics and students
Internal: HEI (research-intensive, large institution with over 25,000 students), the Colleges (with expectations and needs), University level projects, University priorities,  
real appetite for change,  acceptance of technology to support the curriculum
People
Colleagues and others who provide feedback (i.e. HEA accreditors), supportive senior management team/managers
Twitter, books, read a huge range of different views and opinions, academic material (journal articles, publications)
Tools
Filters
Filters
Cognitive 
(knowledge, skills 
and abilities)
Ability to drive change from own area, ability to communicate and sell the vision, people management skills, project management skills, risk management skills, change 
management skills, leadership skills, ability to form good working relationships, understanding the complexities and challenges of each stakeholder group, 
understanding of governance structure for assessment
Understanding of and ability to engage with  pedagogy and technology,   understanding of how to create 
competencies (IT training experience), understanding of curriculum and assessment design, different 
assessment methods
Psychosocial
Funding for new project, funding for own development, carefully chosen approach in relation to HOW to engage 
 
Desire to drive change from own area, determination to deliver
Affective 
factors/emotions
Ambition, confidence in what can be achieved, strong inner beliefs, appreciating high levels of trust
Has a sense of responsibility/loyalty to the individuals with whom he works
All of Patak's resources  influence/filter interactions with other resources. Additional filters include: autonomy, flexibility, high levels of trust, decision making ability and 
ability to set direction of travel, having inner belief about what can be achieved
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Case 4: Roman 
Learning experience: Meetings and leadership of e-Commons Project 
 
Experience of teaching, developing e-
resources, developing curricula
Understanding of technology as well as pedagogy, 
facilitation skills, presentation skills, ability to 
conceptualise
Improved coaching skills, practical wisdom/intellect
Motivation
Physical
Shyness, dismay Increased confidence
 Open and accepting of feelings (embraces feelings, not 
just logic),  overcompensates for his feelings of shyness, 
looks forward, reflects on the past but does not dwell 
on it, is accepting of feedback
Confident, willing to share ideas in their infancy,more radical 
in his approach with people (more blunt/challenging)
Funding and time for personal 
development,    framework/models 
from outside HE,  acknowledging the 
benefits of coaching as an approach
Vision as a filter, diversity of project stakholders, Evidence of e-commons impact, freedom, embedding of project 
name into daily discourse,
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Roman's actions 
in relation to 
others
He "operate[s] within the university is 
very much not of this age" and explains 
to others that they have a 
responsibility to change. 
Roman is already operating in a vacuum 
of strategy and policy within his HEI. 
He gets others into "a different 
conversation space", in order to 
interact better with him.
He explains the processes of what needs to be done.
He coaches others.
He challenges their beliefs.
He sets expectations  - he tells others that they need to 
do it themselves, he's just their to support them.
He projects himself into the future, in order to 
understand the potential of technology, develops a 
vision and returns to guide others through it.
Structures:
*He is creating a community based on relatedness rather than 
transaction - building a culture
* He has introduced techniques (in meetings) to deal with 
resistance and lack of engagement
* He provides a different type of service which aims to bring 
about transformation - a new way of being.
In relation to self Roman physically leaves his office at LLI 
- exemplefies a need for change
Feels marginal due to his association 
with e-learning and its enthusiasts
With every meeting/event Roman 
enters a new physical space (meeting 
room) 
Roman enters a new (physical) spaces defined by:
* anti-structure
* equality amongst those present
* conflict
His views, beliefs and ways of being are aggressively 
rejected. 
He retains an open mind and experiences a number of 
feelings (including dismay).
He engages in reflective activities on points offered 
through the process. 
Roman has achieved his enhanced status, which manifests as:
* Visibility - increased exposure to the entire HEI community, is 
able to 'lead from the front', differentiation from others 
(individuals and departments)
* Value - increased confidence in making decisions, increased 
self-awareness
* Influence - increase authority, can make decisions and 
provide direction (i.e. choosing an e-portfolio) can act in the 
name of the PVC, does not feel the need to enagage many 
people in his decision making.
* Acceptance - as a coach and an expert in his field who now 
offers a different type of service (a guiding figure rather than a 
knowledgable craftsmen) ,  enjoys greater levels of trust,  
greater freedom.
Structures:
As above
Funding and time for formal courses, 
external funding organisations
Pace, scale and breadth of change, opportunity to 
reform
 Authority to act on behalf of the PVC
 Knowledge associated with his enhanced status
External: professional  funding bodies 
(HEA, JISC), world of business
The allotment (thinking space), meeting rooms
People
His immediate manager
Consultancy course The physical buildings,meetings, participant 
contributions to meetings, meeting techniques, reports 
to committees,  large HEI agendas (i.e. retention, the 
'student experience', etc)
LTA conference, trust of others (identified as a tool), 
prgorammes and frameworks of engagement offered by his 
team
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
Having been in the field of e-learning for many years, he is trying to resolve his personal discomfort with the lack of progess in this area within his institution
Observation, listening
Psychosocial
Long term confidence in current role, positive frustration, discomfort with lack of progressAffective factors/ 
emotions
Has a unique/alternative way of viewing things, creative approach, willing to explore and try things out, has an "uncanny knack of guessing the academic 
temperature on things"
Cognitive 
(knowledge and 
skills)
Knowledge of  consultancy, coaching and change management techniques
Tools
Filters
Filters
Ex
te
rn
al
 re
so
ur
ce
s Environment
People's expectations, structured reflection on work, membrship to LLI leadership team , autonomy, timely action
New Vice Chancellor, his team of four, the Pro Vice Chancellor, the students, the Chief Finance Officer, individuals in 
Student Services, Deputy Deans for L&T, ICT department, Students Union, HR
Internal: research-focused, redbrick, large HEI, organisational management structures (i.e. LLI), committee structures (inc. LTA Committee)
Research focus, lack of technological infrastructure (i.e. an e-portfolio system), lack of incentives, staff digital literacies, 
E-Learning Advisory Group
All of Roman's  resources strongly influence/filter interactions with other resources
Knowledge specifically derived from people and resources in the environment (outlined below) 
Knowledge
Formal course on change management for entire department, the curriculum reform project, network infrastructure, books, qualifications, various systems (e-
portfolio, student gateway, etc) and processes
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Case 5: Clark 
Learning experience: New workshop format - 'Team intensives' 
 
Being able to monitor and evaluate effectively, 
teaching/facilitating skills
Motivation
Physical
Affective 
factors/emotions
Excitement in relation to engaging with diverse sets of 
people, confident with dealing with continuous change, 
tension and stress in relation to achieving a balance
Both satisfied and unsatisfied, hunger/desire to carry on, feels 
valued by his institution
 Approaches his work and new projects 
optimistically
 Exercises neutrality, is selective in how he plans his 
learning
Autonomy, freedom due to hierarchical position, 
institutional constraints, timeframes/duration is a 
constraint
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Clark's actions in 
relation to others 
in third space
Through the format of the 'team intensives' Clark creates 
a sense of communitas -  diverse members of the 
community all taking part in an activity which has flat 
management structures, and blurs the boundaries 
between professional statuses (academic, non-
academic) .
He first evaluates the participants and then guides them 
down a negotiated path.
He empowers and enables  them to take responsibility of 
their learning/transformation.
He encourages staff to make transformative changes, but 
he guides them carefully in ways which are acceptable to 
the institution (being able to demonstrate short, medium 
and longer term impact).
Enhanced status:
Knowledge - Team Intensive participants have a new skill set, but 
most importantly have an increased appreciation of the wider 
context, which enables them to have a different view of the 
world.
Value - Participants have increased self assurance that they are 
on the right track.
Value - Participants have increased self-confidence to be able to 
do bigger and better things.
Acceptance - Participants know that they are not on their own -  
Clark and his team pledge that they will be there to support them 
in their future endeavours.
Enhanced structures:
The 'team intensives' become part of the normal working of the 
university which dictate new ways of working
In relation to his 
own team
Clark leads his team through a process of staged learning 
and transformation
His team are asked to rethink and re-design the VLE and 
what it offers as well as their approach to e-learning and 
how they work with staff
Acceptance - His team  are transformed into learning developers 
(previously learning technologists)
Knowledge - Participants have acquired a new range of 'hard' and 
'soft' skills (change management, coaching, etc.)
Acceptance - The community in which participants are based, 
perceives them differently 
Enhanced structures:
The 'team intensives' become part of the normal working of the 
university which dictate new ways of working
In relation to self Personal preparation through seeking 
to understand the change which is 
required and how others have dealt 
with it.
Clark includes himself in the transformational process as 
the lead learner who models the changes he wishes to 
bring about.
Enhanced status and structure:
Acceptance - Clark is further accepted by the community as the 
‘master of ceremonies’ and occupies a new role within the 
structures of his institutional community; by facilitating the 
transformational learning of others he also transforms himself 
into a leadership figure. 
Knowledge - Understands the wider context and implications of 
his work - he affects structures, but keep things in balance.
Access to students, being able to 
manage large amounts of information, 
critical judgement as to what is the 
value, being open to viewing things in a 
different light (different lenses)
Project timeframes, being placed appropriately in the 
institutional hierarchy, being perceived as valuable
Knowledge as part of Clark's enhanced status (described above)
Dean of Learning and Teaching, 
committee members, finance people
Academics and the academic practice leads/champions
Le
ar
ne
r a
ge
nc
y 
an
d 
re
so
ur
ce
s
Internal: New  teaching focused university with approx. 15,000 students , spread across a number of campuses,  committee structures, hierarchies,  IT services, his 
own Unit
Ex
te
rn
al
 re
so
ur
ce
s
To break down perceived barriers to working in partnership with academics so as to enhance learning and teaching through the use of technology
External: Other HEIs , Welsh Assembly, HeLF
Being empowered to put a case forward, ability to observe developments across the university, active involvement and ongoing engagement with stakeholders, 
politics, finances, reliant on IT services, job sharing/redundancies/empty posts, change of VLE project as a vehicle for wider change, keeping stakeholders actively 
d
Short reporting lines to senior management, senior management support, flexibility
His own team of learning developers (6 staff), external speakers,  Pro Vice Chancellor of Learning and Teaching, the Vice Chancellor
Gains the support of senior managers.
Initiates the project,  gains initial 
funding/approval and navigates the 
politics (with the help of his manager).
Clark and the team intensive 
participants  physically move from their 
usual offices to the workshop space.
Knowledge
Knowledge specifically derived from people and resources in the environment (outlined below)
Perceptions of others, funding, structured projects, Twitter and online information, mailing lists, students, HeLF, committees, national initiatives, projects, VLE and 
other learning technologies, practice at other HEIs (used for benchmarking and idea generation)
Tools
Filters
Filters
Environment
Takes a lifelong learning approach, appreciates the importance of context, takes a holistic view, not territorial about his domain, excited about the changing 
nature/imprecise  of his work
All of Clark’s resources strongly influence/filter interactions with other resources
Having a management role, losing sight of what you are there to do (due to increased need to continuously report to senior managers), time (working part-time), 
imposter syndrome/inferiority and marginality, lack of  formal qualification/doctorate, politics
Expectations of demonstrating immediate impact, "lines which cannot be crossed" i.e. actions/structures having 
detrimental effect on the student experience
Listening
Analytical skills/approach derived from birth discipline, avid absorber of information, having both the IT skills and the learning development skills.Cognitive 
(knowledge and 
skills)
People
  Takes calculated risks
Psychosocial
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Case 6: Drake 
Learning experience: e-Assessment project 
 
 
Motivation
Physical 0 0 0
Affective 
factors/emotions
Difficult, challenging, dependent on 
others
Trepidation, needing to deal with heavy responsibility Responsible and caring, confident, affirmed, satisfied
Project having the potential to change the status quo significantly, 
lack of authority, perceived high levels of authority,  resistance from 
staff, supportive senior colleagues, project timescales
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Drake's actions in 
relation to others 
in third space
Ηe exposes others to his framework of 
understanding, and new possibilities. 
He encourages them to start thinking 
about change - deaprture from existing 
ways of being.
Drake engaged with individual with whom he doesn’t usually cross 
paths (i.e. senior managers) as well as all others who have a stake 
in institutional assessment processes (academics, administrators, 
etc)
Drake advises and suggests what is appropriate for others' specific 
needs, but bearing in mind that "the focus is always going to be on 
the learning experience".
He identifies "areas of practice that might otherwise be kept hidden 
or secret".
Engages and supports people in many different ways, He raises 
awareness that he andhis team are available both proactively and 
reactively. 
Demonstrates to others his genuine desire to help them progress . 
Gives others "the confidence to be able to let go of old ways of 
working and move in a new direction".  
.
Awareness:
Not all participants are changed, but they have been left 
with an increased awareness of themselves, and what 
they do not want to do in future.
Structures: 
New policy is approved and implemented. He has 
implemented a policy e-assessment,"which says that 
everybody has to do it".
Drake has ownership of process and of the outcomes - he 
has an increased sense of responsibility towards project 
participants who have adopted new ways of being (beliefs, 
practices, etc).  They develop  systems in response to  
users’  requirements. He puts new support structures in 
place for project participants/'new converts'. Ensures that 
his team are able to support those who have converted to 
using technology. His team's "change practices and 
processes are put in place in such a way as that we 
manage it more strategically".
In relation to self The project required Drake to "work 
within the Faculties" and was physically 
removed from his office and immediate 
colleagues  during this time.
Drake is not part of the IT service, which 
is also located in another building. 
Drake is is removed physically and 
hierarchically/orgnaisationally from 
where the technological element of his 
work is produced.
Whilst developing and getting agreement for the new policy on e-
assessment, he was influencing/convincing others that he was 
credible and that it was a worthy cause/the right thing to do - he 
was proving himself. 
He develops an increased sense of responsibility towards the 
community.
He was continuously stepping back, looking at things 
objectively/from a different perspective, reflecting on his own 
practices and challenging own assumptions (with the aid of the MSc 
course).
Enhanced status:
Acceptance - Others bestow responsibility and confidence 
onto him 
Value - Drake now has increased self-belief and self-
confidence, is more confident to talk, more confident to be 
challenged on his work, emerging as a guiding leader, 
providing reassurance and confidence to others and 
alleviate the pressures.
Knowledge - He has a greater understanding of  the 
processes, procedures, the social dynamics within the 
university and how relationships can be nurtured.
Positive team mindset with regard to change, stakeholders' fears, 
time to reflect, supervisor with challenging questions, regular 
meetings with manager, planning of well defined cross-institutional 
projects (timescales, scope, etc), committee approval, 
family/personal commitments
Knowledge Knoweldge derived from Clark's enhanced status
Dissertation supervisor/tutor, student peers (also professionals), 
Senior Teaching Enhancement Fellow,
Project-based work, Masters in E-Learning, formal staff 
development sessions (i.e. how to chair meetings), institutional 
policies and strategies, policy development, committees and 
institutional governance structures,  piloting of technology, lengthy 
periods of time, dissertation, meetings
HeLF Steering Group, PhD/doctoral studies
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People
Immediate e-Learning team collegues,  academic staff, administrative staff, technical staff, users
Internal: HEI (post-92, teaching focus, small with under 10,000 students, recently acquired independent awarding powers), Learning and Teaching Development  
unit/service, IT services, Faculty structure (4 faculties in total)
External: Industry (changes in technology), the e-learning field of work, the HE sector, HeLF, family/personal environment
Internet connection, GradeMark, VLE, Moodle, TurnItIn, hardware (desktop, latptop, tablet devices), various technologies, user requirements and preferences
Conferences, other university courses
Cognitive 
(knowledge and 
skills)
Doing the job well, supporting others, personal career development
Psychosocial Positively accepting of change (ethusiastic, optimistic), change seen as an opportunity, awareness of different comfort levels with regard to change, conscious effort to 
be seen as active, having an opinion and being knowledgeable, crticially embracing new tech, anticipating change
Conscious of health and wellbeing of staff, sense of responsibility to the entire community/duty of care, proactively plan for 
challenges, provide justification/rationalisation
Senior management support, support of own manager, having a clear role with the project, having leadership of projects,
 Head of Learning and Teaching Development (a non-technical manager),   institutional senior managers (inc. DVC)
Processess and procedures (including assessment related processes), transferable practices from across the HEI/disciplines, 
training sessions/workshops/desk-seide coaching, team principles, the 'student learning experience', evidence base, literature
Knowledge of change management and leadership theories, evaluation skills, understanding and experience of teaching
Understaning of technology, ability to apply a technical perspective to topics of discussion, understanding the social dynamics of HE, inter-disciplinary 
studies/knowledge, knowledge of institutional context, communication skills, web/multimedia design
Organisational hierarchy, organisational silos, diversity of job roles, willingness to engage, supportiveness, 
awareness
Practical application of change management or leadership theories. 
All of Drake's resources strongly influence/filter interactions with other resources. In addition:
Good relationships with other services, open channels of communication, autonomy, freedom, competency
Willingness to engage with others, appear approachable/supportive, perceptions that the e-learning team are 'techie geeks', ability to work across departments (cross-
institutional), academic credibility, being driven by user requirements and preferences, Drake's acceptance of diversity in practices, working both at the operational 
level and the strategic level, confidence in the technology, feedback from users, transferability/applicability of academic practices, pilots/evaluations of technology to 
inform decision making, Exposure to ways of thinking and practices from across the institution
Knowledge specifically derived from people and resources in the environment (outlined below)
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Case 7: Helen 
Learning experience 1: Self in relation to academics 
 
   
Project planning skills, grant charts,  experience of training others
Motivation
Physical 0 0 0
Threatened, constrained, insecure, questioning weather her work 
is worthwhile, confident in familiar surroundings (encounters and 
gets to know the same people repeatedly)
Satisfaction, pride, affirmation, less insecure
Psychosocial
Autonomy, role security, competency in providing sound advice, 
skills of influence/persuasion, confidence
Ability to reflect on own practice
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
Separation from her immediate 
colleagues within the staff dev. unit so 
as to take part in a working group
Helen also departs from the intended 
role she was to undertake as part of the 
working group and assumes a number 
of tasks.
Communitas - Helen is part of a cross-institutional and multi-
stakeholder/diverse working group coming together to achieve a 
particular goal for the good of the community
Stepping outside structures of the working group, Helen takes 
ownership and responsibility beyond what is expected of her 
(becomes the project leader by default) so as to achieve the 
ultimate goals of the project at hand.
Taking on the leadership role (even covertly) further diminishes the 
structures (working group was led by senior academics).
Enhanced status:
Value - Increased confidence, re-enforcement and 
strengthening of self-belief
Knowledge - affirmation of existing knowledge
Acceptance - Helen's contribution is perceived as valuable 
and feels appreciated by more senior academic colleagues
Structures:
Helen resumes her initial role within the working group and 
does not overtly lead, but contributes by making suggestions. 
However, she has returned to her role with an enhanced 
status (even though it is not known/acknowledged by the 
entire working group).
Clear outcomes, approval of proposals by relevant 
committee, strong personal vision
Knowledge Knowledge derived from enhanced status
Specific working group members and senior academic leaders
Feedback, more knowledgeable colleagues, projectsOrganisational re-structure
Of particular importance are: those who are hierarchically above her - her manager, the Director of the staff 
development unit, the PVC, etc.
All of people mentioned above and additionally: the individual she manages, academics, IT staff, other colleagues in the staff dev. unit
Of particular importance are: institutional policies, procedures and strategies, working groups, sub-groups, committees, governance structures
Other tools include: structured support,, briefing papers, business cases, funding, website, learning technologies (Panoptic, iTunes, YouTube, VLE, etc.), OER policy, Social 
Media policy, , portfolio of accredited courses, proformas
External: Bid/business case writing experts, FutureLearn
Awareness of diverse practices and needs/requirements, conflicting agendas, exposure to others across the university, digital literacies of staff with whom she engages, 
structured support, access to business case writing skills (especially in relation to finances)
Knowledge specifically derived from people and resources in the environment (outlined below)
Tools
Lack of institutional vision/direction inc non-communication of vision)
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Filters
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Environment
All of Helen's resources strongly influence/filter interactions with other resources. Additional filters include: exposure to other parts of the institution is necessary, loss of 
faith (would be detrimental), lack of communication across HEI, rapid change in short timescales, others' less competent actions
Cognitive 
(knowledge and 
skills)
Some understanding of how institutional agendas impact on student learning, understanding requirements of stakeholders, understanding conflicting departmental 
agendas, understanding of how structures facilitate her work and progress institutional goals
Gain clarity and make valuable contributions to wider institutional agendas
Affective factors/ 
emotions
Requires greater degree of direction and for someone to articulate an institutional vision, excited but overwhelmed, struggling to  keep up with change, lost with no sense of 
direction,  is not very reflective, welcoming of greater clarity so as to be empowered
Optimistic and hopeful (for clearer direction)
Internal: HEI (Russell Group, research intensive, very large with over 25,000 students), IT services, Staff Development Unit (in which she is based), other stakeholders 
(academics, senior managers, IT services, etc.), multiple cross-institutional working groups and sub-groups
People
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Case 7: Helen 
Learning experience 2: Organisational restructure 
 
  
Some/limited understanding of how 
structures facilitate her work and 
progress institutional goals
New/revised understanding of how structures 
facilitate her work and progress institutional goals
Motivation
Physical 0 0 0
Satisfaction,  affirmation, less insecure, confident in 
new structures 
Welcoming of greater clarity so as to be empowered
Autonomy, role security, competency in providing 
sound advice, skills of influence/persuasion, 
confidence
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
With the announcement of an 
impending organisational re-structure, 
Helen is separated from her current 
ways/channels of working, is told she 
needs to put things on hold (remove 
herself from her work)  and has no clear 
understanding of how she relates to her 
colleagues hierarchically.
The revision/introduction of new 
governance structures also marks a 
departure from how Helen perceives 
she can undertake her role,  and also 
clarify her remit/responsibility in 
relation to others. 
Helen perceives the original structures 
to also be "a lack of structure", denoting 
that she has been in a liminal space for 
some time. 
Communitas -During the development of the new 
organisational and governance structures, Helen 
and colleagues from across the institution become 
equal - they are all involved going together into the 
unknown and are being asked to change, in ways 
that are yet unspecified.
No longer being constrained by the old structures, 
Helen is able to reflect on her previous way of 
being (particularly her effectiveness) with others 
who were experiencing the same 'separation'. 
Enhanced status:
Increased confidence, re-enforcement and 
strengthening of self-belief, affirmation of existing 
knowledge. Helen's contribution is being valued.
She has a great understanding of how structures can 
enable/hinder developments (including her own 
work).
Helen embraces and is empowered to take 
ownership and responsibility in the new structures 
(including development new structures, so as to 
achieve the ultimate goals of the institution.
Structures:
Helen operates within new, enhanced and approved 
structures which enable her to be more effective in 
her role and contribute to moving agendas more 
quickly. 
Lack of communication from senior 
managers
Conflicting agendas, stung personal vision, lack of 
institutional vision/direction
Clear outcomes, approval of proposals by relevant 
committee
Knowledge Knowledge specific to her enhanced status
Of particular importance were: OLD 
governance structures
Of particular importance were: NEW governance 
structures
Filters
All of Helen's resources strongly influence/filter interactions with other resources. Additional filters include: ability to reflect on own practice
Filters
Ex
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Internal: HEI (Russell Group, research intensive, very large with over 25,000 students), IT services, Staff Development Unit (in which she is based), 
other stakeholders (academics, senior managers, IT services, etc.), multiple cross-institutional working groups and sub-groups
External: Bid/business case writing experts, FutureLearn
Others present included: her manager, the Director of the staff development unit, the PVC, the individual she manages, academics, IT staff, other 
colleagues in the staff dev. unit, working groups, academic leaders
Other tools present included, but not mentioned: structured support, organisational re-structure, briefing papers, business cases, funding, 
website, learning technologies (Panopto, iTunes, YouTube, VLE, etc.), OER policy, Social Media policy, institutional policies, procedures and 
strategies, portfolio of accredited courses, proformas, working groups, sub-groups, committees, feedback, more knowledgeable colleagues, 
projects.
Knowledge specifically derived from people and resources in the environment (outlined below)
Of particular importance were: Senior managers
People
Tools
 Lack of communication across HEI, rapid change in short timescales
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Cognitive 
(knowledge and 
skills)
Some understanding of how institutional agendas impact on student learning, understanding requirements of stakeholders, understanding 
conflicting departmental agendas, project planning skills, ghant charts,  experience of training others
Gain clarity and make valuable contributions to wider institutional agendas
Affective 
factors/emotions
Optimistic and hopeful (for clearer direction)
Threatened, constrained, insecure, questioning weather her work is worthwhile
Psychosocial  Excited but overwhelmed, struggling to  keep up with change, not very reflective
Requires greater degree of direction and for someone to articulate an institutional vision, 
lost with no sense of direction - searching
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Case 8: Ingrid 
Learning experience: Understanding leadership development and the importance  
of a wider perspective 
 
 
 
  
Cognitive 
(knowledge and 
skills)
Motivation(s)
Physical
Affective 
factors/emotions
Psychosocial
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
X X
Ingrid conscious chooses not to separate from her 
immediate colleagues and the current nature of 
her work.  Furthermore, her opportunities for  
working in third space are limited due to the 
structures and the perceptions around her (and 
her teams') ability and relevance in relation to 
wider institutional agendas.
However, she has come to realise that she needs 
to undertake this process and is try
Ingrid consciously chooses not to enter a period of 
transition and liminality. She does this in order to 
protect herself.  Furthermore, her opportunities are 
limited due to the structures in which she operates. 
Knowledge
People
Tools
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Filters
Filters
All of Ingrid's personal resources can act as filters. Additionally, we have: the changing discourse in field of e-Learning, limited understanding of discipline focus 
mentality, unclear reasons for change, others' perceptions/understanding of her and her teams' roles, supportive senior manager(s), lack of perceived progress 
over the years, past projects and experiences, ability to cope with changes,  lack of understanding of the wider institutional context/the bigger picture
Chairing meetings, identifying and repurposing/re-using  transferable practices related to e-learning, over 20 years experience in the field, persuasive skills
Resentful, struggling, anxiety, fear, feeling unsettled, disillusioned/loss of faith, frustrated, traumatised from past experiences
Confident with technology, motivated by changes in technology, leads from the back, has an impulse to fix things/offer solutions, lost enthusiasm (less 
evangelical), takes inspiration from others, trouble dealing with emotions, uncertain about whether goals are achievable, understands importance of getting 
people on board, offers reassurance,  impatient with people, realistic, pragmatic, stubborn, not interested in technology except for educational/professional 
reasons, does not like blurring personal and professional boundaries, is task-focused (i.e. misses larger picture), takes responsibility for own decisions, usually 
proactive, consciously avoiding certain aspects of work, confident in giving advice, doesn't want her work to be dull and boring
Wants to see educational requirement drive the technology, receive personal recognition
Ex
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Environment
Enhanced status:
Knowledge - Understanding that the wider perspective 
is essential/ the entire community is integral to the 
'student experience'
Acceptance - Personal recognition
Structures:
Gaining a more influential leadership role, having 
access to greater resources in order to achieve her 
goals
External: HeLF, VITAE, online networks, sector developments (i.e. MOOCs), JISC/LFHE Learning Landscapes consultancy/workshops, Blackboard (external company)
Senior Management Team, 11 staff in the Ed. Dev. Unit (including learning technologists), Deputy Vice Chancellor Resources, Deputy Vice Chancellor Academic, Pro 
Vice Chancellor, Vice Chancellor, line manager, students, Director of IT Services, Director of Learner Support Services, Dean of Students, Associate Deans of 
Learning and Teaching, academics, administrators, professionals in the same field (via online networks), consultants
Academic contract, job titles, strategies (Inc. Academic strategy, Learning and Teaching Strategy), illness, PhD, residential workshops, curriculum and curriculum 
frameworks, workshops, online support, accredited courses (inc. PGCE), outcomes of past projects, areas of non-traditional HE provision (part-time, distance 
learning, etc.), large student numbers, lectures, tutorials, technology (inc. VLE, Twitter, administrative systems, TurnItIn, etc.), webinars, mailing lists, social 
forums, budgets, meetings, online quizzes/assessments, assessment processes, assessment mechanisms,  computers, feedback policies and deadlines, 
consultations, expectations, academic quality assurance processes, the 'student experience',  climate (i.e. snow days forcing progress on e-assessment),  
research, recycling bins, desks,
Internal:  HEI (post-92, teaching focus, medium-sized with approx. 15,000 students, large WP agenda), school structure, TEL Steering Group, WP agenda, open plan 
office,  the Unions,  'not invented here' culture, Ed. Dev. Unit
Hierarchical organisational structures, degrees of distance from Senior Management Team, significant amount of change (waves and cycles), discomfort with 
change, illness, lack of time (full workload), supportive senior managers, make up of student body (i.e. first generation going to unit, WP, etc.), personal interest, 
benefits of innovations not being clear, pressure to do things in a particular way (i.e. e-marking), perceptions on relative costs (i.e. is this expensive/inexpensive?) 
and understanding of budgets, conflicting stakeholder expectations,  'not invented here' culture, ownership of technical systems, unhelpful technical staff, ability 
to engage stakeholders, confidence in abilities of others, distance from HEI (helpful to get away/reflect)
Knowledge specifically derived from people and resources in the environment (outlined below)
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Case 9: Andrea 
Learning experience: Reflections on leading a successful project 
 
Cognitive 
(knowledge and 
skills)
Motivation
Physical 0 0 0
Affective 
factors/emotions
Frustration, insecurity, lack of optimism  
with regard to  achievement of project 
outcomes (because of unexpected 
changes happening)
Personally challenged
Frustrated with operational issues 
which do not leave her space to 
think/act strategically, 
New strategies are/bring new opportunities, 
personal perceived importance to strategic goal 
hi  id  i
Existence of strategies
Conflicting priorities/demand on her 
work
Separation (pre-liminal) Transition (liminal) Re-aggregation (post-liminal)
She separates herself from the 
hierarchical communication lines. 
Due to the changes in the entire 
hierarchy above her, she has been 
separated  from her previous ways of 
being in the workplace (who she reports 
to, the nature of her work, etc). 
She is actively separating herself from 
being seen as a support person for the 
institutional VLE and has given herself 
permission to 'let go' of the operational 
work.
Actively creating communitas by engaging as an 
equal with senior managers, crossing 
hierarchical communications lines, bringing 
diverse stakeholders together on a single agenda 
item (digital literacies), giving more senior 
academics a stake in the project, etc.
Transforming herself into a more strategic person 
and changing others perceptions of her in the 
process (both above and below in the hierarchy). 
This results in delegation of operational tasks.
Changing her conceptions about how change 
happens and how she can manage it. Discarding 
previous models of change  (deemed less 
effective) and adopting new ones.
Enhanced status:
Visibility - Enhanced professional profile (being 
associated with key institutional agendas)
Value - Greater personal security in her own role
Knowledge - Greater understanding of change 
management techniques
Structures:
Creating/gathering an area of expertise around 
her person (being seen as the 'go to' person)
No longer involved in operational tasks - these 
have been delegated
New relationships forged, which can be used as 
a future resource
Increased importance of  the TEL agenda through 
the establishment of  strategic 
groups/committees and promoting the 
embedding digital literacies in all aspects of the 
staff and student experience
(non)Supportive manager, hierarchical 
communication lines
Knowledge derived from enhanced status
Acting Director of CDoTL (current line 
manager), the e-Learning Team and 
other colleagues in CDoTL
Pilots External information (changes in tech and 
sector), contact correspondence, demonstrable 
impact
TEL Strategy Group, institutional strategies, 
policies & processes
Job titles, hierarchy, external funding
Institutional agenda for e-Learning, cross-institutional projectsTools
Demonstrable impact, high profile of projects, project Steering Group
Other resources include: Technology (Blackboard, TurnItIn, e-books, voting systems), promotion criteria, HeLF mailing list and events, 
People
Internal: HEI (1994 Group, research-intensive, medium sized with approx. 17,000 students), CDoTL, Quality Support Office, Centre for Staff 
Training and Development, Careers Centre, Library, Faculty structure,  governance structures, campus
External: the HE sector, other HEIs, JISC, HeLF
Perceived importance of TEL agenda, knowledgeable line manager (in terms of e-Learning) 
Funding/resource, mergers/re-structures, access to external information/sector developments, perception of being left behind, strategic 
leadership of projects (or lack of), changes in technology and in sector, tension in needing to be both strategically and operationally focused
Knowledge
Knowledge specifically derived from people and resources in the environment (outlined below)
Filters
Filters
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Insecurity, doing what's best for the university, progressing the TEL agenda
Of particular interest: 12 years experience of the e-Learning field and of the HEI, project management skills, knowledge of developments in 
the sector.
Other resources include: experience of training and doing demonstrations
Sees professional change as an opportunity that makes thing interesting (but not the same in her personal life), gets involved in change, is 
not phased by gaps in her knowledge, approaches new things with an open mind, puts her heart into her work/projects
Talks more openly about challenges, is positive about diversity and being exposed to various views 
and cultures - is realising about the challenges this poses, is keen to learn from others, 
Perceived need to increase personal profile, lack of strategic thinking by others, lack of 
strategies, heavy workload, lack of resources, leadership of projects (lack)
Perception of what is important, access to diverse cultures, proximity to academics, ability to identify key players, willingness of key players 
to engage
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Psychosocial
Those higher up in the hierarchy or perceived as important: Director of Academic services, Vice 
chancellor, academics, managers/management, Pro Vice Chancellor for Teaching and Learning, 
professors, Chair of Steering Group/Associate Dean, ITS Director
Other people include: students
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Appendix 7: Perceived developmental needs across all cases 
 
 
 
Case 1: Case 2: Case 3: Case 4: Case 5: Case 6: Case 7: Case 8: Case 9:
Cloe Nishi Patak Roman Clark Drake Helen Ingrid Andrea
Idealized Attributes (IA)
Instilling pride in others for being associated 
with him X X X X X X X
Displaying a sense of power and confidence X X X X X X
Going beyond self-interest for the good of the 
group X X X
Acting in ways that builds others’ respect for 
them X
Idealized Behaviors (IB)
Specifying the importance of having a strong 
sense of purpose X X X
Talking about most important values and beliefs X X X X X
Considering the moral and ethical consequences 
of their decisions X X X
Emphasising the importance of having a 
collective sense of mission X X
Inspirational Motivation (IM)
Being able to articulate a compelling vision for 
the future X X X X X
Expressing a sense of confidence that goals can 
be achieved X X
Talking enthusiastically about what needs to be 
accomplished X
Talking optimistically about the future X X
Intellectual Stimulation (IS)
Seeking different perspectives when solving 
problems X X X
Getting others to look at problems from many 
different angles X X
Suggesting new ways of looking at how to 
complete assignments X X
Re-examining critical assumptions to question 
whether they are important X X X X X
Individual Consideration (IC)
Spending time teaching and coaching others X X X X
Treating others as individuals rather than just as 
members of a group X
Considering an individual as having different 
needs, abilities, and aspirations from others
Helping others to develop their strengths
Areas for development (MLQ data)
